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ABSTRACT

CATCH FEELINGS: CLASS AFFECT AND PERFORMATIVITY IN TEACHING
ASSOCIATES’ NARRATIVES
MAY 2017
ANNA RITA NAPOLEONE
B.A., HUNTER COLLEGE, CUNY
M.A., LONG ISLAND UNIVERSITY-BROOKLYN CAMPUS
Ph.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Dr. Donna LeCourt

In this dissertation, I argue that a better understanding of class affectations in
teacher identity and the social space of academia may lead to a more
comprehensive understanding of the way class manifests itself in academic
spaces. Previous research in Composition and Rhetoric has shown that social
class, specifically working-class literacy practices, frequently challenges or is in
direct opposition to academic literacy practices, and that teachers respond to such
class interference negatively. Little research has been done on how teachers'
attachments to certain class norms and/or backgrounds affect how they interact
with academic literacy and/or how they respond to students. This study
investigates how the performance and performative aspects of class intersect (or
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influence) teaching practices, teacher identity, and teachers’ perceptions of their
students.
Through a qualitative case study of graduate student teaching associates
(TOs), I examine the ways in which the participants narrate their understanding of
their classed identities in the social space of academia, and seek to understand
the broader landscape of classed identities in academic space.
In contrast to composition scholarship that largely looks at class identity as
static, my study shows that we cannot predict behavior based on class identities
but that class is always part of this negotiation. How class emerges in social
space is not a simple cause-effect process; however, that does not mean that
class analysis doesn’t reveal systemic issues. The expectations of academic
social space produce different reactions/actions on the part of teachers based on
their class background, exposing the classed nature of academic social space
that usually remains invisible and, like whiteness, unnamed.
The study revealed the need to think of class not only as an identity, but
perhaps more along the lines of an epistemology. I went into the study thinking
about the individual performances and class identities, but what became more
important was the larger scope of understanding class as a way of knowing,
acting, and feeling that responds to aspects of social space. Furthermore, the
study revealed the need to pay attention to the language practices and positiontaking that are part of academia, and to examine the ways that working-class
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students and teachers are coerced into performing white middle-class ways of
being in order to become “legitimate.”
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CHAPTER 1
AFFECTIVE RELATIONS TO CLASSED DISCOURSES
Introduction
A student in one of my first-year college composition courses used the term
“catch feelings” to describe what happens when an individual becomes
interested in another. She noted that, perhaps, at first you don’t have any
feelings towards the person but then as time goes on you begin to “catch
feelings.” My puzzled look revealed that I didn’t know the term or how
important it was. She saw my puzzled look, which she returned with a look of
her own that said, where-have-you-been? Although she used the term with
regards to heterosexual relationships, I, being immersed in trying to better
grasp concepts and theories on emotion, could not help but think of “catch
feelings” as a way to understand affect and its relationship to class. I am
particularly interested in examining the relationship of class and affect and how
that relationship may enable or impede critical pedagogy. By researching
teachers’ affective relations, I argue, compositionists can better understand
how class discourse inflects academic (or dominant) discourse and impacts
attempts at critical teaching. My interaction with a working-class student in a
first year writing class I was teaching as a graduate student highlighted, for me,
the importance of affect when discussing class, especially in pedagogical
relations, as the teacher brings his or her own emotions and experiences to
such interactions as much as students do. As a result, rather than beginning
with researching students, this dissertation will turn a class-lens onto teaching
1

associates and how affect and class influence the way we work with our
students. I begin from the assumption that class is not just a discursive conflict
in academia but an affective one as well. Understanding class as affective and
material (structural) can help compositionists understand how we enact a
classed pedagogy.
I was told by a working-class academic at a 4Cs conference in 2014 that I
should be mindful about studying class. He said that working-class issues are
not of interest to the field anymore because work on the cultural conflict of class
experience has been “done” and the term itself, class, is not one that seems to
hold relevance. This left me in a bit of a daze as I didn’t believe that to be true.
In a time when terms like post-capitalism, late capitalism, neoliberalism,
globalism, and consumerism are being used and defined to explain not only the
economic market but, also, the ways in which peoples’ identities are being
shaped, I can’t help but think that class still holds relevance. Perhaps what
needs changing is our perception and rigid definition of class. Class is not
static. In composition, we mainly discuss class in terms of economic capital
even though it does not work in strictly economic terms. We may recognize the
ways different forms of capital (social and cultural) contribute to our
understanding of class, but we are restricted in how we see and understand
social capital and cultural capital.
Looking at how affective economies operate/function in our notion of class is
important if we are to understand class as fluid and dynamic and better
understand how it impacts our teaching. In this chapter, then, I engage with
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conversations about class within the composition community to highlight the
materiality of class and how it is embodied and affective.

Classed Discourses and Communicative Practices in Composition
Studies
In composition studies, theorists such as Lynn Bloom, Patricia Bizzell, and
David Bartholomae discuss how discourse, specifically academic discourse,
has ideological reverberations of middle class practices. Whether this is seen
as a more structured base apparatus, as Louis Althusser would see it, or more
as a set of relations between elements that work on and through systems of
power in which people engage (Foucault), what can be noted is that
“institutionalized discourse privileges some people and not others by
generating uneven and unequal subject positions as various as stereotypes
and agents” (Brodkey, 127). For example, in “On the Subjects of Class and
Gender in ‘The Literacy Letters,’” Linda Brodkey shows how academic
discourse is embedded in the ideological productivity of middle-class norms by
examining how certain communicative practices—as well as the power of what
is and isn’t discussed—are promoted. In other words, certain communication
skills are valued and others are not, as Basil Bernstein demonstrated so long
ago. What theorists like Bernstein and Brodkey show is that academic
discourse includes a set of communicative practices that are distinct to a
certain class. Although we can contend that academic discourse is typically
defined by the various disciplines, it is also set within a framework of an
ideology of the ruling class (Clifford, 41).
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Although dated, Brodkey demonstrates the classed nature of composition
studies probably most poignantly by describing letter correspondences
between graduate students in composition studies and adult basic writers. In
her article, she notes how graduate students immersed in educational
discourse often operate under the assumption of a classless system, thereby
ignoring working-class situations and communicative practices. Brodkey
describes how “attempts to transform classroom discussion into conversations
between peers are thwarted to the extent that teachers fail to realize that their
interpersonal relationships with students, as well as their institutional ones, are
constituted by educational discourse” (130). How and what students/teachers
talk about is linked to the ways they understand their roles and how they come
to understand power relations, values, and behaviors.
Whether we call such discursive interactions communicative practices or
literacy practices, we must note that power, values, and behaviors function in
these interactions. James Paul Gee notes that “any socially useful definition of
‘literacy’ must be couched in terms of the notion of Discourse.” (529);
therefore, literacies “crucially involve a set of values and viewpoints in terms of
which one must speak and act [emphasis added] at least while being in the
discourse; otherwise one doesn’t count as being in it” (Gee, 538). If literacy
practices are ideological (Street) then we recognize that power relationships
are present, as are values and behaviors, in every discursive interaction.
As a result, the scholarship around working-class pedagogy focuses on
how academic discourse establishes norms that include both the writing that
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students do and the ways in which working-class students’ literacy practices
are understood by writing instructors. While scholars such as Lynn Z. Bloom,
Patricia Bizzell, and David Bartholomae help highlight the concept/notion of
academic discourse, they also accept the investment in academia that values
middle-class cultural capital, individualism, and upward mobility. In short,
pedagogy focuses on easing a transition to new practices rather than an
attempt to change the class politics of academic discourse. For example, Lynn
Z. Bloom’s “Freshman Composition as a Middle-Class Enterprise” discusses
how students’ “abilities” to write are linked to class status and the way in which
teachers see and judge students. She states, “freshman composition, in
philosophy and pedagogy, reinforces the values and virtues embodied not only
in the very existence of America’s vast middle class, but in its general wellbeing—read promotion of the ability to think critically and responsibly, and the
maintenance of safety, order, cleanliness, efficiency” (655). Although I do not
agree with Bloom’s terms as values that are strictly middle class, she does
provide us with a sense of how communicative practices are interpreted and
seen as being a result of class. By doing so, she shows us how labeling such
communicative practices can manifest the ways in which we classify
classroom behavior and writing practices. Bloom shows (similar to
Bartholomae’s “Inventing the University” and Bizzell’s “What Happens When
Basic Writers Come to College”) that communicative practices that are
categorized as middle class are seen as the norm and seen as the values and
standards in academia. Such acceptance leads to classifying and regulating
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norms and hierarchies. Furthermore, the ways in which such theorists have
separated academic discourse and working-class discourse have set in place
relations for working-class students to see education and working-class
discourses as opposed. As a result, the relationship is set up whereby
students perceive their options as limited, and teachers’ immersion in
academic discourse encourages them to see academic discourse and
working-class discourse as a binary.
Some recent scholarship that deals with critical pedagogy and workingclass discourse has begun to rethink the relationship between academic
discourse and working class discourse in more complicated ways, as not
simply being opposed but in relation to each other (LeCourt, Lindquist).
However these discussions continue to be in the minority. Rather, the
trend in pedagogical work continues to suggest relationships to working-class
discourse that still set up a binary by offering three ways to negotiate the
relationship between working-class and academic discourse: accommodate,
resist or oppose (e.g., Seitz, Greenwald and Grant, Peckman, Finn, Gorzelsky,
Robillard, Durst, and O’Dair). Although not specifically about working-class
students, Geoffrey Chase’s application of Giroux’s concepts of
accommodation, opposition and resistance to students’ work can help us
understand how we imagine discursive options for working-class students. He
states that accommodation is students’ acceptance of discourse, opposition is
student behavior that interrupts or fails to “learn” the conventions of discourse,
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and resistance deals with “the logic of moral and political indignation” (107).
Chase then goes on to say:
Resistance thus becomes extremely valuable behavior because in it we
see more clearly the links between the social processes of a particular
discourse community and the larger processes which characterize our
culture. Moreover, it is a behavior that actively works against the dominant
ideology. (110)
Such terms as accommodation, opposition, and resistance, although limiting in
scope because of the boundaries that they set, continue to be used
(Gorzelsky, Seitz, Durst, and O’Dair) when discussing students’, especially
working-class students’, reaction to critical pedagogy, and are thus a useful
tool for highlighting the problems inherent in these discussions.
In such discussions, resistance (the central goal of McLaren, Giroux, and
other critical pedagogues) is clearly preferred—the pedagogical outcome
teachers should seek. Yet, even resistance, I’d argue, is often used in
composition research studying class as part of academic discourse, echoing
middle-class academic norms of action and expression. It is an articulation of a
critical awareness of ideology. Resistance is evident through language, action,
and consciousness. Furthermore, the ways in which resistance gets defined
are determined by how teachers understand resistance, and how it is put forth.
Opposition, when it is determined, is seen as unaware. Accommodation is
seen as either a strategic mode of operating within a system or a form of
assimilation. But, resistance is not the only form of critical awareness. It is the
form that is valued and seen as social action. Resistance is seen as selfconscious and critical, whereas, opposition and accommodation are seen as
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unconscious and, therefore, uncritical. In other words, resistance is the only
way to operate because it has a set form/reaction. Opposition is not seen as
resistance because it does not work within strict formats but, instead, is
gauged by those who determine whether or not a dialogue or analysis
should/can occur. This is an issue, considering that academic discourse, as
Brodkey points out, shows that we as teachers “miss” moments in which
dialogue and/or analysis can occur because of the discourse in which we
function and are immersed.
For example, many of the essays in Teaching Working Class, edited by
Sherry Lee Linkon, discuss the need for working-class students to understand
“diverse discourses” as a route to resistance. The teaching strategies
implemented in the readings bring about various ways in which students learn
how to understand various discourses, especially academic discourse, in order
to maneuver and negotiate within it. Thus, while resistance is clearly valued in
these discussions, ironically, most of the working-class contributors of the book
note their own accommodation to academia. It appears that for
transformation, democracy, and literacy to occur, the teacher needs to liberate
and define how resistance is done. Such rigidity can make for an
uncomfortable frame of what the role of the educator is and what the role of
writing is in such arenas. Specifically, articles like “Border Crossings: Working
Class Encounters in Higher Education” by Richard A. Greenwald and Elizabeth
A. Grant explain the need to teach “border crossing” because it appears that
those who have never crossed over don’t “get it.” They state, “Academics
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might acknowledge class as a category of analysis, but too few recognize it as
a human reality” (31). They then go on to say that working-class students
need to learn the rules of mainstream dominant academic discourse, hence
the border crossing: “These rules are understood well by middle-class
students, but in communities where life exchanges function by different
guidelines, working-class students may have to be taught the new rules”
(Greenwald and Grant, 35). What is being said is that middle-class students
know the rules because they are the rules, but border crossers (such as
working-class students) need to learn those rules because they never got
them, and more importantly, because the rules are “embodied” in those who
apparently “know the rules” as the rules are part of discourse. This perspective
does not reflect diverse discourses; this is how dominant discourse works.
Greenwald and Grant note the need for working-class academics to
understand and to be vigilant about the material realities and experiences of
working-class students; however, their understanding of “border crossing”
appears to set up a binary between academic discourse and working-class
discourse. Rather than showing the relationship between them, such language
implies that working-class students need to know the rules in order to
“function,” to “get an education” and to be part of that discourse community.
This kind of language and understanding of working-class students continues
to perpetuate the binary. It is what creates the border between academic and
working-class discourses and it is this border that impacts students
emotionally. What is implied is that working-class students need to learn
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academic discourse because the discourses that they do have don’t coincide
with, measure up to, or seem as legitimate as other discourses. Also, such
discussions imply that academic discourse is the precursor to literacy, at least
the literacy that seems to have value.
Similarly, Patrick Finn’s Literacy With An Attitude discusses literacy as
resistance and how students can use literacy as empowerment. However, in
the beginning chapters he discusses opposition as an identity and a way of
being that do not and cannot work with academic literacy. In the book, he
dedicates an entire chapter to the concept of “oppositional identity” which he
perceives as being connected to those who are involuntary minorities. He
says,
For involuntary minorities, the dominant group is not only different, it
is the enemy. Because cultural differences between them and the
mainstream are oppositional rather than simply different,
accommodation is difficult if not impossible. Cultural differences become
cultural boundaries. Once a cultural identification is established in
opposition to another, a border is established that people cross at their
peril. ‘Border crossers’… are likely to be censured by their own as
traitors and they are not likely to be fully accepted by the dominant
group….
Furthermore, some beliefs and behaviors that involuntary minorities
acquire in their cultures not only fail to prepare them for school, they can
in fact be incompatible with the aims of the schools. (46-47)
Finn focuses on race in this chapter and discusses involuntary minorities as
people of color. He notes that whites who live in poverty, although privileged by
their whiteness, also have an oppositional relationship with academia because
of their socio-economic background. Finn attempts to show “literacy with an
attitude” by advocating empowerment through literacy, but, unfortunately, he
creates the very border he is trying to break down by seeing cultures in
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opposition to school discourse.
He sets up a border by defining certain language practices as incompatible
and oppositional to school by illustrating how race is inextricable to
communicative practices and how socio-economic class is also a major
contributing factor to communicative practices. By relying on Paul Willis’
seminal ethnographic work, Learning to Labor: How Working Class Kids Get
Working Class Jobs, Finn notes how oppositional identity works differently for
whites in that they have the privilege of white skin. Yet, he also points out that it
is complicated for working-class kids regardless of race to function in school
because of differences in language and worldview.
Finn sees language practices getting in the way of literacy (i.e., academic
discourse) for two reasons.
First, working-class students’ habitual use of implicit, context-dependent
language, and their relative lack of comfort in using explicit language puts
them at a tremendous disadvantage in terms of acquiring higher levels of
literacy that rely on highly explicit language. Second, their style of
authority and their attitude of powerlessness in dealing with institutions
and agencies explain why they wind up in classrooms like Anyon’s
working-class classrooms. (89)
Opposition, or the use of working-class communicative practices, is seen as
counter to academic discourse; however, resistance is defined as having an
“attitude.” It means acting in a specific way and it has a specific shape: critical
analysis and evaluative methods that fit within academic discourse, which
correspond to white middle-class communicative practices. Finn states that
“transforming intellectuals take sides. They are on the side of democracy and
social justice” (188). Finn states the “need to understand that traditional,
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directive methods are antithetical to the acquisition of powerful literacy, and the
progressive, collaborative methods are necessary for the acquisition of
powerful literacy (206). In doing so, he shows how the work of Paolo Freire’s
critical pedagogy alongside Shirley Brice Heath’s understanding of
communicative practices—as seen in her ethnography Ways with Words—does
not place students on the same platform when dealing with educational
discourse. He looks to teachers to teach working-class kids “powerful literacy”
(analysis, evaluation, etc.) in order for kids to take control of their own lives and
for social justice to occur. He states that teachers need to become “better
gatekeepers” by making students aware of mechanisms that are in place that
work to “domesticate the children of the working class.” (189). In part, this is for
the self-interest of the working class. I can’t help but think that such
“collaborative education” imposes an understanding of communicative practices
as fixed and rigid. It continues to impose a set (rigid?) definition on what is
oppositional and who is oppositional. Finn (like many others) does not move
past the ideas of opposition as a gauged form of resistance defined and
decided by the teacher, nor does he look at his own accommodative style or
reflect on his own position in educational discourse. Finn seems to believe that
there is an either/or—“sides”—that we must take because that is how
transformation works and functions. What is not seen is that oppositional
behavior is a form of resistance that is ambiguous because there is no set form.
This is why educators need to assess their own positioning and categorization.
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The working-class literature presented above shows one way of
understanding how discourses work on our understanding of the form and
frames used to discuss the classed nature of academic discourse. However,
some working-class scholars, more recently, note the need for the composition
community to rethink, complicate, and extend this kind of border thinking and
its impact. In “Performing Working - Class Identity in Composition: Toward a
Pedagogy of Textual Practice,” Donna LeCourt notes:
When working class discourse becomes removed from its grounding
in economic and material conditions and academic discourse is linked
primarily with its economic function, the process of reclassing and
declassing is given less attention. In reality, universities don't just reflect
class identities. They actively produce class divisions. (34)
Literacy practices from working-class students manifest discursive
reverberations of working-class social practices that are grounded in material
conditions. However, these literacy practices are defined and interpreted in
academia as anathema to academic discourse, thereby producing and
perpetuating class divisions. Categorizing discourses in this way forms an
understanding of what we think, or want, our students to be, and, in turn, who
we think we as teachers should be. In her article LeCourt says that “Surely we
can do better” (32), and I agree. The work that these working-class
pedagogues and the composition community have done regarding how and
why we need to think of class identity is important but more work on class
needs to be done.
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Questioning the Border: The Missing Role of Affect
Academic and working-class discourses are not opposed in totality but in
situations, in given moments. When talking about their own moves into
academia, working-class academics discuss feelings of alienation and not
belonging, of border crossing, and of resistance, but emotion remains largely
absent from our discussions of academic discourse or students’ negotiation of
it. I suggest that much of the class division that we produce in university is due
to an inability to understand the role that affect plays when discussing and
analyzing class. Currently, class is discussed in terms of cultural, social, and
economic capital. I wish to focus on how in given moments emotions seem to
exceed the situation because how we are “attached” to different positions,
make potential fluidity more difficult to enact. What is seen as opposition may
actually be affective attachments to a class position, even as we could and do
move more fluidly among discourses than the fixed reactions of given
moments might indicate. Our attachments are part of the emotional process of
how we interact/understand/emerge via our experiences. “How-to-be”
connects to literacy practices inside and outside of dominant mainstream
norms (i.e., affect, behaviors, manners, ways of speaking, doing and knowing),
which show how class as social practices is part of our affective investments.
Therefore, as Sarah Ahmed notes in The Cultural Politics of Emotion,
“emotions create the very eﬀect of the surfaces and boundaries that allow us
to distinguish an inside and an outside in the first place” (10). In other words,
we feel these differences in these moments of contact.
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Affect as a term and as an object of study has gained a lot of traction in
many disciplines. Anu Koivunen maps out a bit of the discussion around affect
and notes the ways in which affect and emotion are terms that in our cultural
understanding blur into each other. In “An Affective Turn? Reimagining the
subject of feminist theory,” Koivunen shows the tensions and the fluidity of the
definitions and uses of the terms:
Like Green or Brennan, Sarah Ahmed (2004) uses emotion and affect
interchangeably to highlight the fluidity of the conceptual boundaries. In
many accounts, moreover, affect and emotion are defined as two
aspects of the same phenomenon: emotion, thus, being “a
psychological, at least minimally interpretive experience whose
physiological aspect is affect” [Terada 2001:4], or “emotion referring to
the social expression of affect, and affect in turn is the biological and
physiological experience of it” [Probyn 2005:25].(10)
There are many different understandings of methods and inquiry into affect. I
can see the importance of the distinctions and the quantifying (or qualifying) of
the terms; however such an inquiry is beyond the scope of this dissertation. I
do not wish to debate the meaning of the terms emotion, affect, and feeling.
Rather, I follow Green, Brennan and Ahmed and use affect and emotion
interchangeably. Sarah Ahmed states in her book, The Cultural Politics of
Emotion, that
Emotions in their very intensity involve miscommunication, such that
even when we feel we have the same feeling, we don’t necessarily have
the same relationship to the feeling. I suggest that it is the objects of
emotion that circulate.…Such objects become sticky, or saturated with
affect, as sites of personal and social tension.
Emotions are after all moving, even if they do not simply move between
us….Of course, emotions are not only about movement, they are also
about attachments or about what connects us to this or that. The
relationship between movement and attachment is instructive. What
moves us, what makes us feel, is also that which holds us in place, or
gives us a dwelling place. (10-11)
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Movement and attachments are a part of emotion and what inscribes us in our
positions and creates the spaces in which we act and react. Experiences are
never just individual, but reveal cultural and ideological relationships and
investments, also. Therefore, as my student suggested, “catchin’ feelings” is
never solely internal. We catch feelings by way of contact and experience, by
way of how affect circulates, and what we come to understand through our
skin because of movement. As Ahmed states, “emotion may involve “being
moved” for some precisely by fixing others as “having” certain characteristics.
The circulation of objects of emotion involves the transformation of others into
objects of feelings” (The Cultural Politics, 11). Catchin’ feelings shows how
emotion informs relationships and reflects social tensions, revealing how
discourse and power structures are embodied. If power structures are
embodied, resistance cannot be only at the level of critique but may also
happen at the level of emotion that can easily be misread as pure opposition.
Initially, I attempted to understand the impact/relationship of academic
discourse, affect, and class identity by interviewing Tara, a working-class
graduate student, and discussing her feelings and reactions regarding her own
relationship to writing and to graduate school. I did this by conducting two
interviews when I was taking a research and methods course. We talked
about her feelings of not belonging and of being othered, especially via her
writing because it was in her writing that she believed she was most marked as
a white working-class female in academia. She states,
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I conceive of writing as a total battle of me trying to fit myself somehow
into whatever they are expecting of me. The fact that there is an art to
writing or that there is some kind of component to writing, some
aesthetic value to writing is absolutely lost on me. I get it. I get that it’s
there but it’s nothing but a battle to sit down and try and force myself
into some recognizable format to get my stupid fucking B and move on
and get to the next class. (Tara, Interview)
Tara notes there is a value to a certain way of writing and she can’t seem to
figure out how to apply it. She knows the format but can’t seem to “get it.”
She is also seeing her writing as an emotional and physical battle to sit and try
to “fit.” Here we see an internal conflict. She does not see herself as having
power to change the dynamics. Tara sees that there is a way of doing, but the
application of that doing is what she feels she can’t do. The expectations of the
writing as having some “aesthetic value” is something she notes as being “lost
on her.”
Such revelations of classed expectations are what Julie Bettie, in her book,
Women without Class, discusses and defines as a class identity, a cultural
economy of meaning as a sense of one’s place or difference without invoking a
binary. She states,
I mean a class identity that is not to be understood as a politicized
identity (class-for-itself) but as a sense of one’s place(s) in a cultural
economy of meaning—that is, a sense of place or difference that may or
may not contain a feeling of opposition or antagonism and that may or
may not (more often the latter) be commonly named and known as
‘class.’ (43)
Bettie notes class identity is not the same “as a politicized identity,” a class
consciousness (as political actors). I think this is an important distinction
because a sense of place and difference is affective and does or does not
claim a class consciousness. Difference need not lead to opposition or
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resistance: those relations suggest a marking of a division through a
politicized consciousness. Instead, we feel the way class works on the body,
and this is what needs to be looked at in order to get a better sense of the way
class divisions/borders are created and perpetuated in multiple ways with
multiple effects. I would argue that the sense of one’s place in a cultural
economy of meaning reveals the ideological functions of spaces--symbolic
spaces and physical spaces. Class is not experienced or enacted as an
inherent aspect of self; instead, it makes itself known in various social spaces
in our actions and interactions with those spaces. Class is performative
through those actions, in how those feelings of a sense of one’s place become
written on the body.
For example, Tara sees herself as somewhat of a “rabble rouser,” also.
She states that as a teaching associate she at one time even petitioned to
teach her own curriculum because the writing program at the university where
she received her Master’s advised her that she was teaching incorrectly. She
states,
It wasn’t at all what we [graduate students] signed up for. So, I was told
that I wasn’t teaching the books correctly, that I was doing things too
outside the box, that I really had to stick to the structure. I really had to
teach them this format. If I didn’t teach them this correct format, the five
paragraph essay, then I was doing a disservice to them and I would be
reprimanded, that kind of thing. So, in response, this is the typical Tara
response, I ended up petitioning the entire graduate school to teach my
own curriculum, got it passed after about six months and started
teaching Lies My Teacher Told Me.
(Tara, Interview)
Her reaction to school and to those in school was to argue and fight. How she
is teaching and her feelings toward teaching writing have much to do with how
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she sees her own writing and how she fits or doesn’t fit in/to/with academia.
Yet her feeling of difference, of not fitting, was because she was doing things
“too outside the box” in “no recognizable format.” Whether it was the fiveparagraph essay that she was advised to teach, or perhaps a more linear
notion of writing than she was used to, we cannot fully know. However, for
Tara, physically acting on it was something she could do. In Tara’s example,
we see a visible disruption and eruption of affect and performance in the social
space of school. How this takes form is through her pushing up against those
norms by petitioning. She felt that much of what she did was, in a way, very
much her own character, her own way of being: “this is a typical Tara
response.” Her typical response is her way of navigating a system and a social
space where she is made to feel different, feels difference, acts different, and
enacts differences. In a sense, she is holding on to a sense of self that she
does not believe is valued in this space but that she nonetheless values, and a
sense of self that is not easily switched out for another. Consciously or not she
has come to understand (in a cultural economy of meaning) how her way of
being and doing is viewed in a school context. Tara is a good example of
someone who has come to understand the border that is created in such
settings.
In our scholarship, to be critical is to be resistant and to question
assumptions of dominant ideologies; however, this understanding of resistance
is what creates a border. Tara understands this all too well and this kind of
resistance has served her well, as it has many working-class folks who speak
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back to authority. Tara senses that border and feels her only option is to
remain her static self and thus oppositional, the typical Tara
response. Creating such positions of “how-to-be” seems to be what
perpetuates the alienation and resistance that some students feel towards
academia. They are only presented with the options of accommodation or
opposition. This sense of “how-to-be” and how to feel is perhaps an avenue to
another understanding of class in academic settings. “How-to-be” brings about
the affective components in those moments when the self navigates the social
space. Tara’s affective response to the social space of schooling is
oppositional. She sees class as static, as either/or, resulting in a sense of
place that appears fixed. Tara feels herself in opposition to academic
discourse. She has come to understand school as not for people like her. And
school has come to mark Tara as other, in that she is told that she is doing
things “too outside the box.” Of course we do not have all the information but
as she notes, as a Ph.D. graduate student she still does not fit in a
“recognizable format.” She just wants to get her “fucking B and move on to the
next class.” However, we must think about the role of the university in creating
these very divisions, which it hopes to dismantle or assumes don’t exist.
Accommodation, opposition, and resistance are terms that reduce the
complexity of the social space and the bodies in that space to a simplistic
notion of the individual’s reaction of simply accepting (accommodating), simply
“failing” (opposition) or acting against (resistance) conventions. If we look only
at Tara’s reactions, she seems resistant, where affectually she is more
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oppositional - creating a conflict and fixed sense of otherness she doesn’t see
as escapable.
These simple categories don’t work because they fail to address/describe
how affect presents itself in power relations in academic settings (physically
and symbolically). We know that taking on or failing to take on conventions
that are part of (a dominant) discourse is a process we see in social space, but
it in is this very process where declassing and reclassing happens, as LeCourt
notes. In the context of academia, for some, that process is easier, and this in
part has to do with one’s social class. Such transitions, such as “fitting in” to an
academic space, can be a complicated process because they may mean, for
some, affective investments or divestments of ways of being. Class needs to
be seen as more than a discursive position; we need to see it as embodied.
Tara recognizes that her way of being doesn’t exactly fit in academia even
if she is white. In this collision of practices, I believe, is her sense of
understanding a class identity that is not only economic but also inextricably
linked to her way of being; in other words, it is cultural, social and affective. As
a graduate student she has come to understand class as an identity marker.
However, I do not believe she sees such performative moments as classed.
According to Bettie’s understanding of class identity, we see feelings of
displacement, in a space where class tensions are ever present. Her felt sense
is not acting in terms of class action and class solidarity. She sees these
moments as individualistic moments that may be connected to class but,
really, are about her and how she is. These are the performative moments
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that may tell us more about how class gets enacted in our pedagogy. There
are moments that could be connected to class consciousness, but the moment
itself is not about class consciousness but about a classed identity that
presents itself in moments where class differences collide.
Bettie notes in Women without Class how class subjects are produced, and
how multiple discourses do not take into consideration a person’s attachment
to a way of being linked to a socio-economic structure. Bettie discusses and
defines the differences in her use and understanding of performance and
performativity:
[The] distinction between the terms performance and performative is
that the former refers to agency and a conscious attempt at passing.
Applied to class this might mean consciously imitating middle-class
expressions of cultural capital in an attempt at mobility. Performativity,
on the other hand, refers to the fact that class subjects are the effects of
social structure of class inequality, caught in unconscious displays of
cultural capital that are a consequence of class origin or habitus. (52)
By this understanding, performativity is part of class identity. Tara’s
understanding of how she is going to handle the ways in which teaching gets
done and what gets valued is linked to how she is experiencing schooling and
how those feelings are constructed by and constructing her teacher identity.
Her ways of being do not coincide with the social space, and she isn’t feeling
like she wants to accommodate. She recognizes difference and experiences it,
in Bettie’s terms, as performativity. It affects the way she acts but is not
necessarily an enactment of agency. Being a rabble rouser and pushing up
against norms are not seen as conscious attempts to promote class
consciousness in herself or in others, but, rather, they are just parts of who she
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is. Her understanding of herself as a “rabble rouser” obviates the larger
structural and symbolic capital that is at play here. Feelings, when seen as
individualistic, miss moments of how power and capital are working in the
social space of academia.
What I’ve been referring to as “how-to-be” is the constant negotiation that
occurs in the social space between performance and performativity. If we
understand identity as fluid, non-essentializing, then “how-to-be” and its
unpredictable and, at times, predictable, outcome speak to the negotiation that
one enacts in these moments all the time. Bettie’s understanding of
performativity tied to class subjects can reveal literacy practices, and
pedagogy, as classed. However, performativity is manifested in both the
display of cultural capital and in feelings that are a consequence of social
structures. We feel structures and boundaries as much as we live in them. I
am arguing that we need to better understand the feelings that are a
consequence of those structures if we are both to understand how class
inflects academic discourse, and employ critical pedagogies that might better
address the needs of working-class students.

Performance and Social Space
Tara’s pedagogy is informed by her affective relationship to schooling. She
comes to understand the relationship between the structures and the
boundaries that are set for her via academic discourse and her relationship to
writing, and her teaching practices and how others in that space react to her.
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“How-to-be” is informative because it says much about social spaces and how
class works in social spaces. Bourdieu notes that,
What exists in a social space, a space of differences, in which classes
exist in some sense in a state of virtuality, not as something given but
as something to be done….
…The position occupied in social space, that is, in the structure of the
distribution of different kinds of capital, which are also weapons,
commands the representations of this space and the position-takings in
the struggles to conserve or transform it. (Bourdieu, 12)
Academia is a social space where bodies interact; differences are presented
and represented in a contact zone. Different kinds of capital permeate the
space. Reflecting on moments of “how-to-be” as interpreted in the social space
is important to understanding the ways in which what-is-done in that space
connects to symbolic, material, historical, and emotional doings in that space.
Such a concept of social space helps us understand class as a
performance, something we do where values and objects mean little outside of
context. For example, LeCourt describes her father’s use of political academic
journals. He, a high school dropout, uses them to argue his point, but he does
not cite them as that shows preferences towards academic texts that
seemingly oppose working-class rhetorical forms. Yet, he recognizes the
potential that such magazines have for him when he does argue. He uses
what is said in those journals to inform him and what he will say but not how
he will say it. His working-class literacy practices of argumentation do not
adhere to academic norms because he does not cite but states what he has
read as his own. His sources are not outside of him and his argument. Actually
his sources complement his argumentative style. They assist him in making a
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point but, in and of themselves, as a document, they mean little without him
“doing” the act - the act of arguing his point.
Tara’s reactions and feelings about herself in these spaces and LeCourt’s
example have me contemplating how we might understand class
consciousness as performance and class identity as performative. Is Tara’s
engagement in this space part of class consciousness (performance) or class
identity (performative)? Is “how-to-be” a space where class consciousness
(performance) and class identity (performative) interact with the social space?
Such reactions, feelings, bring about a need to better understand if and how
class and affect contribute to the decision process, in the moment where one
determines “how-to-be”: when discussing pedagogy, when putting pedagogy
into practice, and when constructing an instructor identity. How might the
pedagogy we enact and produce be a result of a class identity that is
performative? What role does class consciousness—the performance—play
in how we enact a pedagogy? What role does affect play in how we position
ourselves in these classed discourses? How does the social space and how it
distributes (circulates) different forms of capital contribute to how one positions
himself or herself in that space?
Thinking of embodied experiences/affectivity and how they are connected
to the social means looking at how we embody structures. Class is important
to investigate as part of what we bring to our teaching and, by extension, when
professionalizing graduate students into future teachers. In “Class Affects,
Classroom Affectations Working through the Paradoxes of Strategic Empathy,”
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Julie Lindquist states, “We understand class as a problem of distribution of
resources, but we experience it affectively, as an emotional process” (192).
One reason it’s been difficult to establish a discourse regarding working-class
students’ experience may be because we as compositionists have a wide
range of definitions, feelings, and knowledge about what is working class. As
Lindquist states,
[I]f we ourselves—teachers and scholars steeped in theories of literacy
and social class—have such visceral responses to one anothers’ [sic]
definitions of class experience, then how can we expect students to
‘understand’ what class is, and how class works on individual
subjectivities, through the mechanisms of critical inquiry alone?
(Class Affects,187)
Lindquist notes that teachers need to recognize the affective experience of
class, yet, in her article, she does not focus on teachers’ and scholars’
emotional processes. In an article I wrote with LeCourt, we note how important
class is to pedagogy:
Despite the impediments to claiming working-class identities as sites of
critical difference, we argue in this essay that class does, indeed, matter
to how the body signifies in the classroom, to how one’s performances
as both student and teacher are read by others, and to how one’s own
reactions to social space are interpreted as narratives of exclusion,
opposition, or agency. Class, although seemingly invisible, is articulated
in multiple ways: through affective reactions to positions of
powerlessness, through responses to embodying authority, through the
way our very bodies ‘move’ in the classroom space. (3)
This understanding of the experience of class as an affective process is what I
wish to explore in my study of Teaching Associates (TOs) described in the next
chapter.
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CHAPTER 2
THE RESEARCHER’S GAZE, AND THE GAZED-UPON
RESEARCHER
This study will examine how class literacy influences TOs’ perception of
academic literacy and the social spaces in which it is taught. As highlighted in
chapter 1, previous research has shown that social class, specifically
working-class literacy practices, frequently challenges or is in direct opposition
to academic literacy practices, and that teachers respond to such class
interference negatively. Little research has been done on how teachers'
attachments to certain class norms and/or backgrounds affect how they
interact with academic literacy and/or how they respond to students. One
reason it is important to study teachers is that many of us in writing studies –
especially critical pedagogues –see ourselves as class conscious and working
in favor of more equitable class relations in the classroom, but often fail to ask
such questions about our own classed identity, and how it affects our teacher
performance in unconscious, mostly uninterrogated, ways. Given past
research, I will be specifically examining both teachers' interpretations of
academic literacy practices (their own and their students') and their emotional
responses to their own academic writing, their students' actions in class, and
their students’ writing. I hope to learn from this study if and how negotiations of
emotion and performance, as a result of class, influence teachers' teaching
practices, teacher identity, and their perceptions of their students.
As a working-class graduate student I became interested in class, affect,
and social space. Yet, it was Julie Bettie’s definition of class as “a sense of
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one’s place(s) in a cultural economy of meaning” (43) and her definitions of
performance that spoke directly to my own and others’ experiences.
Performance theories, like Bettie’s, were crucial in helping me understand that
each local interaction with literacy leads to a specific positional performance
on the part of the actors involved, revealing how given social spaces
encourage us to enact specific identities, including class-based ones. It is with
this understanding of class identity—as indicated by a feeling or a sense of
fitting in the place (space) or of difference—that led me to this study.
School is a contact/collision zone for class tensions, one felt perhaps most
poignantly during transitional periods: new to undergraduate or graduate
study, teaching for the first time, first tenure-track position, etc. Thus, looking
at how graduate students transition into writing instructors may reveal this
connection of how performative (or communicative practices) and emotional
processes work together and what happens when graduate TOs negotiate
their status as TOs and as graduate students. Looking at the affective and
performative ways graduate TOs present, discuss, write, and identify
themselves might reveal how classed literacy practices and the emotional
labor of teaching in academia set the stage for a better understanding of
critical teaching and institutional norms. Of course, graduate TOs are already
in some ways invested in academia as they are the ones who applied to
graduate school. However, that does not mean that they are no longer
navigating what it means to be a part of academic discourse –quite the
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contrary—and it does not mean that they are immune to the contested space
of the classroom as students or as graduate student TOs.
The purpose of this study is to examine and better understand how
teaching associates (TOs) negotiate/understand academic literacy and the
impact of social class on that negotiation. Given past research, I will be
specifically examining both teachers' interpretations of academic literacy
practices (their own and their students') and their emotional responses to their
own academic writing, their students' actions in class, and their students’
writing. In “Class, Pedagogy and Praxis,” Vivyan Adair poses an interesting
question: “How can we evaluate our [teachers’] own class identification
including the pressure we face to pass as middle-class academics and to
consider the ways in which those pressures impact our teaching, classroom
authority, language and pedagogical practices?” (22). Adair recognizes the
pressure to pass as middle-class academics. Adair’s question alongside Julie
Lindquist’s assertion that “we experience it [class] affectively” (43) led me to
think further about my own positioning in the academy, as well as that of other
teaching associates, especially working-class individuals. The questions posed
by Adair and Lindquist helped me think about the need to better explain the
interrelations of class and affect. Further, as Adair argues, we lack a language
to discuss class. Both language and affect are important to study because of
their potential effects on students and our own understanding of the classed
nature of academic discourse and social space. Lindquist, for example, looks
at how instructors need to be affectively available to their students. Although
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pointing us in the right direction, such actions seem too easily pushed onto
teachers “helping” students, assuming that teachers are and can be
emotionally available to their students.
Lindquist admits that teachers have visceral reactions to class-based
inquiry and perhaps are not fully conscious of their own relationship to class.
This study asks those questions, looking at where, how, and why such visceral
reactions occur. If we can specify such contexts, this research can begin to
reveal how class is framed or changed in moments of class tensions.
Teachers are embodied with the power to read students’ classed
performances within the academy. Therefore, understanding teachers’
affective relations is important in understanding teachers’ pedagogy. Only by
understanding affective relations to academic (dominant) discourse, I believe,
can we come to understand how we mark students in our classes and how
pedagogy is enacted. We need to investigate how the classed identities of
teachers intersect with the social space of the classroom, affecting the way
they engage their students and perform their pedagogy.

Research Design
In order for me to think about questions that get to affect and class, I
conducted an initial study with Tara (Chapter 1), a self-identified working class
female graduate student. Tara’s reactions and Julie Bettie’s definition of class
identity helped me form a better understanding of class performance and class
identity, and understand how those performances are negotiated via a classed
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affectivity. For example, when Tara said, “[I]t’s nothing but a battle to sit down
and try and force myself into some recognizable format to get my stupid
fucking B and move on and get to the next class” (Tara, Interview), her actions
and reactions to academic literacy, as well as her perception of herself as a
teacher who is a “rabble-rouser” working against academic norms (“a typical
Tara response”), led me to think about her class identity and the classed
performances that are being negotiated in academic spaces. From this initial
study, I formed the following initial research questions:
1. Where in TOs’ narratives about teaching and learning are there
moments of choice? What are the moments where choice occurs when
dealing with academic literacy practices? What are the conditions in
which they occur?
2. What do these moments reveal about affective investments in their
various discourses? Are any of these perceptions a result of class? If
so, how?
3. Are some of the narratives in approaches, observations, interactions,
and performances (conscious or not) around the classroom social
space (as student and as teacher) connected to TOs' class
background?
4. How might the understanding of a class consciousness (regardless of
class or because of class) and/or a class identity affect how TOs talk
around and about the observations, interactions, and performances
about the classroom?
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5. Does class-affect factor into how TOs make meaning of their own and
their students' literacy practices?
6. Are class affectations evident in TO narratives about putting pedagogy
into practice and constructing an instructor identity? If so, how?
I chose to investigate these questions through a qualitative case study so that I
could get a more in-depth and textured approach to the participants’
narratives, to better understand the ways in which the participants interact and
narrate their understanding of their classed identities in the social space of
academia, and to understand and engage with the broader landscape of
classed identities in academic space. I believe that qualitative research allows
for a richer understanding of data. In their Handbook of Qualitative Research,
editors Norman K. Denzin’s and Yvonna S. Lincoln argue that:
[T]he word qualitative implies an emphasis on processes and meanings
that are not rigorously examined, or measured (if measured at all), in
terms of quantity, amount, intensity, or frequency. Qualitative
researchers stress the social constructed nature of reality, the intimate
relationship between the research and what is studied, and the
situational constraints that shape inquiry… they seek answers to
questions that stress how social experience is created and given
meaning. (4)
I find comfort in qualitative research because it “privileges no single
methodology over any other” (Denzin and Lincoln, 3). It allows me to look at
the ways in which the participants created meaning for themselves as
teachers. In addition to not privileging one method, qualitative research
allowed me to recognize my own position as a researcher (as the teller of a
story), and to be as critical as possible of my own positioning and biases in
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order to move toward a more comprehensive view of how I come to make
meaning about class positions in academia. However, I recognize the
impossibility of objectivity, so I find comfort in seeing my research as an
interpretation of data that has endless possibilities and reinterpretations.

Subject Participants and Recruitment
As a case study, the number of participants is rather small, as my goal is
an in-depth and textured look at a few participants rather than a generalizable
or quantitative study. The participants I worked with were TOs from the UMass
Writing Program whose concentration is Rhetoric and Composition. As I am a
graduate student at the university and have been involved in meeting graduate
students in the Rhetoric and Composition program, I thought that my request
for participants would not seem random but, rather, an interesting opportunity
for them and me to research pedagogy and performance. There were multiple
reasons why I was interested in graduate TOs at UMass from Rhetoric and
Composition. First, graduate students specifically studying rhetoric and
composition work with theories of literacy, power, and identity. Thus, my
assumption was that such students will be better able to reflect on these
aspects of their teaching. Second, I am familiar with the program; therefore,
graduate students may be more receptive to someone they know is from the
program. Third, the program offers a semi-structured syllabus and an
anthology that are used by all who teach in the Writing Program. This allows
for some consistency in structure, but also allows for some autonomy.
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Graduate students in Rhetoric and Composition were also of interest for
this study because of how they are situated in the academy and how they are,
I hope, willing to articulate the meta-narratives that are circulating and coming
about because they are focusing on writing and on literacy. Also, their
immersion in the field can help me see how they are moving through the
process of “professionalization”/ apprenticeship and how and what it reflects
and reveals about composition studies. LeCourt notes this understanding in
her book, Identity Matters:
However, by seeking to become professionals in English studies, they
are also on the margins of the discursive realms reserved for teachers
and scholars. Thus, both these groups [basic writers and graduate
students] have special insight into the nature of academic discourse.
When writers approach a new manifestation of discourse, or when
difficulties with using a discourse’s language arise, they become more
aware of a discourse that is exterior to their sense of self. This
awareness allows the writers more insight into the ways in which
academic discourse may be seeking, or has sought, to act upon them.
(9)
It is true that arriving at the level of graduate student already implies a certain
understanding of academic discourse, but I do believe, like LeCourt, that
graduate students are positioned in an in-between space of student and
teacher. Therefore, looking at graduate students may reveal if emotional
processes are connected to, or may be a product of, class because of this inbetween space. This is important to look at, especially from the viewpoint of
graduate TOs because they are not fully immersed in the institution, but,
rather, they are transitioning into it. Therefore, they may be better subjects
because of their social positioning in academe. Working-class TOs might
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allow for a better understanding of the norms in teaching writing because they
may sense, via their own parceling of language, the norms that are classed.
However, looking at middle-class graduate students as well will allow for a
larger, more comprehensive understanding of how the narratives from
working-class and middle-class TOs connect to social class and affect. The
emotional processes of being in this in-between space of student and teacher
may reveal how class and affect are manifested in the social space.
The way in which I recruited participants was by emailing a letter to the
already existent Rhetoric and Composition listserv. The letter described the
study and it asked Rhetoric and Composition graduate students if they were
interested in participating. I met possible participants face-to-face and
informed them of what I was researching, and what would be asked of them
for this research project. I wanted to see how the participants chose to selfidentify (class, race, gender, and sexuality) and if they were interested in being
part of the study. In the Informed Consent Form, participants were told that
they would receive some compensation for participating in the study. In total, I
received 10 responses and met with all 10 graduate students. I met with
participants in different places, some on campus and others off campus.
Some wanted to meet for a beer, others for coffee, and some in quiet places.
In meeting them, I asked some initial questions, such as “What is your class
background?”, and “Can you tell me a bit about your family and schooling?” I
then explained the consent form and left it with them. I explained that once I
selected the participants, I would email them to let them know if they had been
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selected and would ask them to sign the consent form and return to my
mailbox within 24 hours. In my criteria for participants, I looked at how they
self-identified, asking them specifically “How do you self identify in terms of
class and any other identity?” Some responded fully to the questions while
others did not. I did not push for clarity but rather took whatever information
they were willing to share.
I chose to have 7 participants. They all spoke frankly and openly about
their backgrounds and their own interest in class. Also, the ways in which
some participants self-identified helped me see the nuances of class
identification. They did not self-identify as middle class or working class, but
saw themselves outside of such categories. It is their pushing back on the
categories of middle class and working class that I found helpful, and I knew
they would push my thinking on class. I made an effort to include gender, race
and sexuality, as well, as I did not wish to shy away from other forms of selfidentification (e.g. sexuality, gender, or race). Instead, I encouraged them as
they offered more nuanced understandings of class performances. However, I
recognized that the subject population may not be as diverse as those of other
campuses that I am familiar with, given that this is a predominately white
middle-class university.
I made a small chart (see below) of all the participants. (I added here only
those who participated in the study). I had my notes from the meeting and my
thoughts that I jotted down after the meeting. The chart was simple in that I
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looked at class identity and then moved to other identities in order to ensure I
get as diverse a population as possible.
Participants
TABLE 2.1 PARTICIPANT SELECTION GUIDE
Class id
Sexuality
Regional/global
identification
Hari
M/C
Immigrant who
identifies as
American
Brian
Classless
Heterosexual
Urban American
(1/2 in
who identifies
affluent
with immigrant
m/c and ½
experience
in w/c)
Gavin
w/c
Heterosexual
Urban – East
financially
Coast. American
(m/c
with Native
culturally?)
American
Laura
W/C
American rural
culturally
West Coast
and m/c
financially
Bethanny
M/C
Heterosexual
American
East Coast
Linda
M/c with
Heterosexual
American rom
w/c
Mid America
attitudes
Paul
W/c
American
East Coast

Gender

Race

M

Brown

M

White

M

White

F

White

F

White

F

White

M

White

As I looked at the criteria, and my notes from the initial meeting, I was
interested in the ways that the participants identified or discussed their class
identity. For example, in my notes about Linda, one of the participants whom I
will discuss in more detail in the next chapter, I wrote,
What is interesting about Linda is that she sees herself as middle
class, yet her perception of the students at UMass is that many are
upper middle-class students from the East Coast. This is different from
what Brian sees. Regional understanding of class? Also, she is a good
37

complement to how others view themselves in that she sees herself as
middle-class with working-class attitudes—something others do not
really say; therefore something to explore. (Meeting Notes)
Although such identification wasn’t what I was looking for, through the
selection process, I noted the importance of being open to other terms.
Accounting for an intersectional framework, as class is intertwined with
gender, race, and sexuality, was also important to my selection because it is
often missing in working class discussions, as working class seems to be code
for white male working class. In the work I’ve reviewed, for example, we see
very few intersectional analyses. With few exceptions (e.g., Libretti who
discusses sexuality and class, Brodkey who discusses gender and class, and
Villanueva who discusses class and ethnicity), class is not marked. As a blank
category, the assumption is that it refers to white students. An intersectional
approach to understanding class and affect is important as class is bound up
and intertwined with other identity categories. Class must always be
contextualized and placed alongside race, gender, and sexuality, as none are
exempt from how affect circulates, lands and slides on bodies and in spaces,
as noted by scholars theorizing affect (Ahmed, Pedwell, Wetherell). In any
study of class—but particularly one of affect as part of how it is negotiated—it
is important to study not only multiple identities but the power relations among
them, also. As a result, in my study, I attempt to take an approach similar to
Bettie’s foregrounding of class:
My intent is not to reassert the primacy of class, but to reconfigure it as
an analytic category in light of the foregrounding of gender and race in
feminist and ethnic studies and a related antifoundationalist turn in
social theory. ….I enter…wary of the investments of nostalgic leftists
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who offer a return to class analysis as a solution to the supposed
problems of identity politics, and I hope to demonstrate a move away
from reductionist ways of theories in class. ...[M]y goal in exploring the
relationship between class symbolism and identity formation is to
understand ‘the complex and contradictory ways in which class
subjectivity is constructed in relationship to gender and racial/ethnic
identity under late capitalism’ [Long 1989, 428] (Bettie, 32).
I concur with Bettie in that I too am wary of placing one identity category over
another. What needs to occur is a more nuanced understanding of class as
dynamic and fluid and of its relationship to other identity categories. As I stated
in the beginning of the chapter we must take note of how class is one category
among many identity categories. Class is a way of understanding how
structures become embodied. It allows me to see the relationship between
structures and bodies. Furthermore, I believe affect is a crucial component to
understanding how power and difference are negotiated and mediated in
specific moments and situations.

Data Collection and Procedures
Michalinos Zembylas’ article “Interrogating ‘Teacher Identity’: Emotion,
Resistance, and Self-Formation” looks at the ways in which the “teacher-self”
is constructed, and the importance that power and emotions play in
understanding “how-to-be.” The author states,
In my conception of emotion, teacher emotions are not private, or
merely the effects of outside structure, or simply language-laden, but
are ‘embodied’ and ‘performative’: the ways in which teachers
understand, experience, perform, and talk about emotions are highly
relationed to their sense of body. Teacher identity can be studied in the
classroom and other school settings where teachers are emotionally
engaged in how their selves come to be constituted. By recognizing the
role power relations play in constructing emotions, my conception of
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emotion directs attention to an exploration of the personal, cultural,
political, and historical aspects of teacher identity formation. (111)
Looking at emotion, as Zimbalyas states, is not about an individual moment or
reaction but, rather, can direct us to explore “the personal, cultural, political,
and historical” of how one comes to understand and relate to teacher identity.
The understanding of emotion embedded in the discourse is often not explored
because we continue to see feelings as isolated and individualistic and not
part of the power relations at play.
For this study, then, I chose to look closely at how the participants narrated
their own experience in the classroom: how they told their stories. I think
looking at the way affect comes through in the narratives is useful because this
can give some insight into the ways in which affective processes may be about
symbolic, discursive, and material forms and frames that are a result of a
classed discourse. Narratives about the approaches, observations,
interactions, and performances around the classroom social space (as student
and as teacher) can give us insight into how affective investments and class
affectations contribute to the decision process when discussing pedagogy,
when putting pedagogy into practice, and when understanding an instructor
identity. Eric E. Peterson and Kristin M. Langellier in “The Performance Turn in
Narrative Studies” state:
Narrative is strategically distributed to reproduce and critique existing
relations of power and knowledge. Narrative is embodied in habitual
and habituating patterns of behavior, constrained by situational and
material conditions, and ordered by multiple and dispersed discursive
practices and conventions. (6)
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In paying attention to how graduate student TOs narrate their understandings
and perceptions of teaching and teacher-role, we gain an understanding of the
various ways in which the telling is a performance and a performative act
within the context of school (its walls, both literally, materially, symbolically,
and discursively). This is to say that bodies both respond physically,
emotionally, mentally to spaces and negotiate that space. Paying attention to
these narratives, I believe, will tell me much more than just their recounting of
a specific event; self-reports provide insight into larger affective relations.
As Dwight Conquergood states in “Performance Studies Inventions and
Radical Research,” “a boundary is more like a membrane than a wall… Our
understanding of ‘local context’ expands to encompass the historical, dynamic,
often traumatic, movements of people, ideas, images, commodities, and
capital” (145). How we come to understand the local context is informed by the
way we interpret (rationally and affectively) those local contexts and how those
interpretations are linked to ways of being that circulate and function in, on,
and around us. TO journals and graduate student journals, as well as the
interviews, may allow for moments of reflection and fluidity because in the
interviews, a participant can reflect on the slippages and boundaries created
on the page, which allows for a more complex interaction with his/her own
telling of the local context. Furthermore, if “a boundary is more like a
membrane than a wall” (Conquergood, 145), understanding the fluidity of
identities and how power works will be important to this study in order to look
at how social space is impacted by the bodies and vice versa, as spaces and
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bodies “encompass historical, dynamic, often traumatic, movement of people,
ideas, images, commodities and capital” (Conguergood, 145). I believe the
institutional settings and the bodies in those settings will reveal these things.
Given the importance of self-reporting to understanding identity within
particular social spaces, I asked for the following from my participants:
•

Weekly Graduate Student Journal Entries (see Appendix A)

•

Weekly TO Journal Entries (see Appendix B)

•

Initial and Follow-Up Interviews (see Appendix C)

The collection of data (journal entries, interviews—assignments and syllabi
were optional) occurred during one semester. A total of three interviews per
participant took place, one before, during, and after the Fall 2011 semester,
each lasting at least 1 ½ hours.

Journals
Participants were asked to keep both a teacher journal and a graduate
student journal and to provide one entry a week in both. The teacher journal
focused on reflections from their teaching of first-year writing, their perceptions
of students, how a given class was conducted, their reactions to certain
discussions or lessons, and their own feelings and behaviors about both the
teaching and the curriculum. While participants were able to determine what a
given entry was about, I provided them with prompts to respond to. This was
done in case they needed a prompt to get them thinking about their week and
for a more open response, also. (See sample TO Journal Prompts attached
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[Appendix B]). The graduate student journal asked them to reflect on their
graduate seminar with the option to discuss any other academic function or
work. This was so they could reflect on their own reactions to academic
literacy and conventions and their reflections on the academic literacy
practices in which they are engaged as students. (See sample Graduate
Student Journal Prompts [Appendix A]).

Interviews
While the journals allowed for expressive, emotive and descriptive
articulations of perceptions and feelings in a social space, the interviews were
semi-structured/unstructured in order to establish “a human-to-human relation
with the respondent and the desire to understand rather than to explain”
(Denzin, 706). The first interview asked participants about their background
and school experience, their relationship to school and to their community,
their feelings about school and about teaching. Some examples of questions
from the first interview are:
•

Describe your educational background.

•

What schools did you attend?

•

Were you the kind of student who liked school or disliked school? Why?

•

Are there moments that stick out for you about school, or rather, when
you think of school, what comes to mind? Can you tell me about two
key moments that were either positive or negative?

•

What made you decide to go to graduate school?
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•

Is graduate school what you expected? Why? Why not?

•

Are there moments that stick out for you? Can you tell me about two
key moments that were either positive or negative?

•

What worries you the most about completing your Ph.D.?

Other questions asked about class directly were:
•

How would you describe your own class background?

•

When did you first become aware of difference in social class?

•

Have any of the readings in your classes resulted in how you have
come to understand social class as a teacher or as a student? Does
such information inform how you “see” your students? How you see
yourself?

The questions about class were asked in order to see if there were fluctuations
or various perceptions of class, and in how the interviewees perceived
themselves. The question about readings in classes was to see if they had
engaged in any discussion of class. I also repeated the last question in the last
interview to see if and/or how they interacted with their understanding about
class.
For the second interview, mid-semester, I had transcribed the first interview
and the journal entries submitted. I coded them and looked for common
themes, which I put in an Excel sheet. During the interview, I asked
participants to discuss in depth some of their journal entries, specifically
entries on which I needed clarification or elaboration that may speak more
directly to class investments. For example in the journal entry below from one
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of the participants, I highlighted a section where she discusses feeling
insecure. I then made comments on it and what questions I may ask her.

FIGURE 2.1 JOURNAL ENTRY AND COMMENT
There were times when I just wanted clarification, as in the journal entry
below:

FIGURE 2.2 JOURNAL ENTRY AND COMMENT

The excel sheet listed the themes common across participants, and under
each theme I added journal entries and quotes from the transcript that
belonged to that theme. Some of the themes that came up were confrontation,
authority, respect, and empathy.
In the third interview, I asked for further clarification about a theme that I
saw emerge in the interviews and journals throughout the semester. For
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example, I asked Hari about the multiple personas he performs in school as
that was something that he brought up a few times. It came up for Linda, also,
whereas Brian did not see himself performing different personas. I asked Hari,
You talk about having to perform grad school persona, etc. (see
transcript 16), so you see these multiple personas. Which personas do
you perform that feel more like you? And what do you think that means?
Why did you feel more comfortable in [professor’s] class?
For all participants, I asked specific questions toward the end of the last
interview, questions that were directly related to class:
•

Have any of the readings in your classes resulted in how you have
come to understand social class as a teacher or as a student? Does
such information inform how you “see” your students? How you see
yourself?

•

Does class ever come up in your classes and in what way?

•

Do you feel that class has factored into how you think and feel? In
what ways?

If there is time:
•

Do you discuss class or feel that class somehow comes into
conversations, emotions and ways of being? In what ways? Did you
have moments that you can think about during this semester where
you felt class with family friends, peers, spaces?

•

How do you understand class? Do you have a definition of class?

I asked these questions at the end of the study to see if their perceptions had
changed over the course of the semester.
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Data Analysis
As I was collecting data, I did some analysis in preparation for the
interviews. I looked for themes or an interesting “reaction” to a situation,
definition, or feeling. I highlighted those features and would add a question
that I would then ask at the next interview. If I noticed a comment that seemed
to get to a certain dynamic in a classroom, seminar, or practicum, I would
highlight the comment and note it as a theme that I saw recurring, or I would
write a question next to it for the next interview. At times, a comment would
warrant both. For example, for one participant, I noted the theme of fairness
and authority coming up, and therefore wrote a comment: “She reflects on how
she seems to equate her annoyance with concerns of fairness and/or
questions of authority. How does she understand fairness and authority? Why
is she so annoyed?” (Research Memo). Therefore, I was simultaneously
looking at emerging themes as well as posing questions for clarification. Once
I was through with the journal, I would add the theme to an Excel sheet and
add the excerpts from the journal entries that applied to that theme under it.
I identified quite a few themes during the data collection/analysis process,
and began looking at how those themes emerged across participants as well.
For example, in one of the later memos that I wrote, I noted the many themes
that had come up from at least two or more participants:
•

Body and being self-conscious

•

Body and codes of behavior
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•

Confrontation - as middle-class gendered act

•

Appropriateness (for example, the use of the word “fuck”)

•

Fairness - assumption of equal playing field and therefore what is
right is right regardless.

•

Authority - who felt they had authority. One male participant noted
the lack of his authority as a teacher because of the larger
institutional authority of what it means to write and how to write.

•

Teacher authority

•

Student authority

•

Respect

•

Bullshit

•

Professional

•

Formal/informal

•

Race (includes whiteness)

•

Choice

•

Gender

•

Public/private in writing

•

Time and distance

•

Time and productivity

•

Empathy or lack of empathy

•

Family

•

Home
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As I moved toward analysis and interpretations, I moved toward seeing
how and what the themes meant with regards to my research questions: were
they at all connected to each other, and in what ways?

Interpreting Themes
Once the interviews were over and I moved toward analysis, I found
comfort not only in the words from documented texts that explain research
methods and analysis, but from recently minted doctoral students who talked
about the messiness of data, the constant reflexivity and recoding that occur,
and the encouragement from them to “go back to the data.” I had transcribed
over 50% of the interviews myself and the others were done professionally. I
went through the transcriptions, along with the audio recordings as I thought it
important to check the data for any missing moments. Also, hearing the voices
of the participants again was for me a good practice in keeping my thoughts
alongside the participants’.
I returned to my original research questions and noted the focus on affect
in particular. I had asked if literacy practices are seen as classed, and how
these literacy practices, in the social space of the classroom, might elicit
emotional reactions. With the research questions in mind, I went back to the
themes that surfaced across individuals in my data analysis to look more
closely for affect. In the journal, I had asked questions (see Appendix A and
B) that dealt with issues of affect and pedagogy specifically. For example, I
asked, “How do you feel about class this week? What aspects of the class led
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you to such feelings (e.g., was it the way students responded and re/acted to
the lesson, something you said or did, or general classroom dynamics?)?” I
looked at the ways in which the participants discussed affect and pedagogy in
their journals. Based on what emerged, I coded the journals, looking for
moments where affective words revealed themes that showed the person’s
relationship or understanding of how the person felt about the performance in
classes (as both graduate student and graduate TO), about school practices,
and about students. This affective reading of the transcripts generated
additional themes such as anger, annoyance, anxiety, happiness,
nervousness.
Throughout the study, when I noted the themes that emerged, I added the
themes to the spreadsheet discussed above. Now that the interviews and
journals were coded by theme in the Excel sheet, I noted that there were
themes that did not express a clear relationship to class. Although the
relationship to class was not clear, I did note that the excerpts that were under
a theme often centered around a struggle or tension that seemed to imply
understandings of academic norms and/or academic literacies. For example,
the annoyance (discussed above) that Linda was expressing, I noted, was
around moments that dealt with student behavior and/or graduate students not
quoting from the readings but from outside sources or personal experiences.
Although the themes were important, I needed a lens with which to better see
the themes in terms of class, something that could help me see how
participants were understanding and interacting with academic literacy. I
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sought something that could help me understand the relationships around the
moments of conflict I was seeing in the themes, specifically the relationship
between the events/feelings/attitudes and the academic context in which they
occurred.
Initially in my prospectus, I had proposed three terms as a lens to
understand how teaching associates interact with academic literacy practices.
I came to “collide,” “coincide” and “contradict” in place of the terms
“accommodation,” “resistance,” and “opposition” used in critical pedagogy
(Giroux, McLaren, Hulbert, Blitz). Specifically, I moved away from such terms
because I believe them to be too rigid. For example, Geoffrey Chase states
that accommodation is students’ acceptance of discourse, opposition is
student behavior that interrupts or fails to “learn” the conventions of discourse,
and resistance deals with “the logic of moral and political indignation” (107).
Such terms and definitions are limiting and look at the student as the only
agent, without recognizing or implicating the social space.
The terms “collide,” “coincide” and “contradict” were descriptive and active
terms that I hoped would allow me to look at the complexities of how class and
affect are intertwined, and at the fluidity of people, moments, and spaces that
needed to be considered. Having to navigate the various spaces that graduate
student TOs encompass requires funderstanding the various positions and
identities that they embody, and the politics of the social space. As verbs,
“coincide,” “contradict,” and “collide” are active, but we cannot assume that the
body is the sole agent, a singular act done by an individual. Doing so fails to
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see all the social processes and forces at play. I hoped the terms “collide,”
“coincide” and “contradict” would prove useful as they are simultaneously
descriptive terms and active terms that allow a picture of how possible literacy
practices intersect and interact. “Coincide” was to show how the perception
and feeling that a graduate student TO has in the academic space might align
with the space as a result of class (and undeniably other social categories).
Feelings of normalcy and alignment to certain ways of being, I thought, might
reveal how class and affect are intertwined with literacy practices, and how the
academic space informs what people perceive as appropriate and legitimate
practices. “Collide” brings about an active or visible disruption or eruption for
the person(s). The disruption or eruption makes visible a contested space. The
act of literacy practices bumping up against each other might show one’s
discourse as already informed and formed by class affectations (whether
intentional or not) because of an understanding of appropriate and legitimate
ways of being in that social space. “Contradiction” occurs when literacy
practices are understood but not applied or when attempts to act on those
practices are perceived as inadequate to the person performing them. The
contradiction is noted through feeling, articulation and/or reflection. Such
actions may show how articulations and affectations don’t coincide and don’t
collide with literacy practices but, rather, are challenged by applying one way
of doing over the other.
I thought of these three terms as a way to guide me through the process,
not to define the process. As I grouped the data under themes (like authority,
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confrontation, etc.), I looked for where colliding, coinciding or contradiction
were happening. For example, when Paul discusses how in class his students
tell him that they cannot come to class the day before Thanksgiving, he does
not see this as students being disrespectful. He states that,
I could almost imagine another teacher there seeing it as an offense.
‘Well, my students yelled at me today, and they told me they were going
to do something.’ But, I thought it was a good thing because I saw that
they were more comfortable, and they were, also, I mean, they weren’t
being disrespectful. They were doing it in a very respectful way and I
appreciate that. (Paul, Interview)
He saw it as the students expressing what they think. Paul had already
decided to cancel class but, instead, performed the role of collaborative
teacher and made it appear as though he had not already made the decision.
In doing so, I tried to see what literacy practices were at play and what he was
aligning himself with/or against. In doing so, I noted that he was aligning and
disaligning himself simultaneously in the space by aligning with students and
disaligning with teachers and academic performances, making it difficult to
apply the terms as it seemed that in most cases they were coinciding and
colliding with literacy practices.
As I coded in Excel for coincide, contradict and collide, I noted that that
coding wasn’t nuanced enough. It flattened out what seemed to occur.
Furthermore, it seemed to exclude affect. In other words, I couldn’t explain the
ways in which affect was working in the space and its relationship to class. As
I returned to the data, I noted a comment made that was then placed in a
research memo. It said,
Side note: I think I need to make a case that class is not as simplified as
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culture capital, eco, etc., as many def[initely] have been put forth.
Rather, class AFFECT is produced by the stickiness factor that is
circulated by emotion and produced by the material and symbolic
(Anna Rita, Memo).
This reflection led me to move toward looking at the different forms of capital
as understood by Bourdieu as a way to understand one’s orientation in the
social space. As Bourdieu notes in Distinction, capital and social fields become
part of our orientation and our disposition. Clarifying that orientation, I
hypothesized, might help me understand how affect was related to capital. As
I was coding in this way, I realized affect wasn’t just a response to other forms
of capital but a resource in and of itself. Knowing the appropriate “way to be”
in a situation reveals a lack of capital or possession of capital as much as a
consumer choice might in another context. I then coded by looking at the way
affect was used and understood in the space (i.e., looking for politeness,
proper forms of empathy, how to achieve authority, when to be angry). Seeing
affect as response to other forms of capital was central as the response is
never solely about the individual but also the space. For example, I recall
when I applied for an adjunct faculty job at a community college and during the
interview I said, “I hope I do a good job with the students.” The person hiring
me said, “What do you mean ‘hope’?” I thought I was showing that I was
thinking of the students and being respectful of the kind of work that gets done
in such classes. Instead, she saw it as a weakness and perhaps as an inability
to do the job. In other words, I needed to affectively show strength and
confidence as that was the emotional capital that would convey my abilities.
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Seeing affect as a resource that gains value or not within academic social
space made affect a form of capital and was important to how I coded the
data. Bourdieu notes,
The position occupied in social space, that is, in the structure of the
distribution of different kinds of capital, which are also weapons,
commands the representations of this space and the position-takings in
the struggles to conserve or transform it. (Bourdieu, 12)
Affect as capital commands ways of being in the space (or ways of being that
work against the space). I then added affect as another form of capital in that
the disciplining of emotions in the space can lead to participants’
understanding of, and relationship to, the norms and conventions of academic
literacy practices. Therefore, under themes like authority or confrontation, I
looked at feelings like anxiety, fear of confrontation, annoyance, and, with
those understandings, I looked to identify the importance of affect and
affective terms in drawing the connections of surfaces and boundaries that
were occurring in the space.
However, as I began coding, I noted that the terms seemed to draw
defining lines and boundaries where there was a blurring of boundaries.
During the early drafts of a conference paper on one of the participants (Hari),
I became frustrated by the analysis as it seemed to focus too closely on Hari
and his actions/reactions in a deterministic way, with no implication or
consideration of the social space. In looking at affect as capital, alongside
other forms of capital, Hari appeared as if he either resisted or accommodated,
setting up binary ways in which to understand social class, as well as making
Hari a sole agent. These were things I was working against and instead
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seemed confirmed by how I approached the data. Hari in this case either
resisted academic norms or accommodated certain middle-class
performances. This occurred because identifying various forms of capital
reduced the complexity of the space to a form of capital, ironically excluding
how the space produced this relationship to capital. This again gave a rigid
sense of what was occurring. As I wrote and shared my paper with my writing
group, I became frustrated with how much they “liked” my illustrating how Hari
seemed to be enacting middle-class norms. That wasn’t what I was trying to
say at all. My understanding of the themes and my coding were not about the
person but about the social space. I felt as if I had done everything wrong. I
felt I had done Hari an injustice and left feeling quite disturbed by the study. I
failed at showing the importance of the social space and instead it read like an
analysis of Hari. This frustration led me to go back to Hari and reread the
data.

Returning to the Data with a New Lens
As I went back to the data, I needed to put the space in conversation with
the bodies in the space. The interaction of bodies and space led me to rethink
the ways in which I needed to highlight the social space and the role of affect.
Ahmed notes that “emotions create the very eﬀect of the surfaces and
boundaries that allow us to distinguish an inside and an outside in the first
place” (10). Distinguishing an inside and an outside can be understood by
looking at who sees themselves as performing and who sees it more as an
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identity, a performative aspect. As I began looking at the boundaries created
in the data (going back to the themes), I realized that boundaries among the
same issues were being drawn differently. I began thinking about who saw
themselves aligned with the space and who did not. Also, I noted the ways in
which seeing oneself as aligned with the space did not always mean that one
is part of the space but that one had affective investments in the space.
In this study, I discovered that the participants’ perceptions of what is
possible in the space of academe can reveal how different forms of capital
circulate in the space. Perception was central to understanding the role of
capital, and perception revealed class positions as a result. Thus, emotions
marked the boundary, the boundary presented seeming possibilities, and what
participants saw as possibilities (as well as the very boundary itself) indicated
class. For example, Brian, a participant, stated,
I love to make up these ridiculous bullshit stories just to see what
happens. So it's kind of like, yeah, I view myself as in this identity as,
like, an ivory tower academic to a certain degree with, like, a secret
getaway at the bottom where I can fool around.
Whereas in a research memo, I observed that,
Two other participants discuss the word “bullshit” but not as individual more about the way in which the space creates and encourages
bullshit. How is this idea of bullshit in this space working differently for
each of these participants? Each with an identity that they see as not
part of mainstream except for Brian who really shows his middle-class
white male status. Am I reading too much into this? (Anna Rita, Memo)
In terms of affect (boundaries or a sense of inside/outside), Brian’s
understanding of himself and his use of bullshit as individual speaks to his
comfort within that space; he can “use” bullshit whereas others think it “is”
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bullshit. The orientation was quite different and it was primarily expressed
through affect.
The affective investments (or divestments) and the ways in which the
participants see or understand what they can or cannot do became essential
to how I needed to read the data. In other words, the choices they believe they
have became a central way of understanding their orientation toward and
within the social space of academia and in relation to academic literacies and
composition pedagogy. However, how choice expressed a relationship was
not clear to me, originally, as I kept seeing choice as a theme. In all my earlier
data analysis, I saw choice as being yet another theme, and highlighted
moments in the data where choice seemed to come up. Yet, as I continued
with the patterns and themes that were presenting themselves, I began having
trouble distinguishing choice from other themes as it seemed as if choice was
either a result of, or a reaction to, the themes that I had noted. I began to see
choice as an experiential and embodied way that guides how one interprets
and negotiates social space. This understanding was further complicated by
seeing choice as classed. Because choice is experiential and tied to how we
negotiate social space, and social space is where class gets done, how we
negotiate social space is inevitably a classed action. The complexity of choice
became evident in my writing about choice as a theme and evident from my
reaction to choice when I had to present it to one of my dissertation groups. I
wrote:
I guess what is interesting to me about choice is the affective work
that goes with it and I think that some of it might be classed. Also, I
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think there is a bigger definition and understanding of choice that I
need to look into as it reveals an understanding of how one feels he
is positioned, of options one feels he has, of a relationship with
understanding one’s possibility in choice and in the act of making a
choice. It seems to connect to a network of material and social
relationships and this is how I see it connecting to how one
navigates in academic social spaces and how I see it connected to
class… It might show an understanding or a sense of ease, a sense
of power that leads one to understand his/her agency?...
(Anna Rita, Dissertation Group)
Although I was seeing this in the dissertation group, I could not make the leap
to seeing choice as a lens. It was only after meeting with one of my
dissertation committee members that the realizations of choice as a central
lens became evident. Choice allowed me to read the data in a way that
brought in all the aspects that the previous aspects of coding were missing:
the themes in relationship to affect, class, and social space.
As I was going over the data, I began noting when participants articulated if
they had a choice or not. At times, the word choice was used, other times
“options,” other times it was subtle, where a decision is made and therefore,
choice is implied. For example, a participant in one of her journal entries logs
how she started class differently than before. I would highlight such a moment
and ask for more details. I asked, “this is journal 2 and you say that ‘On
Wednesday, I went into my classes having decided that I was going to conduct
class with a more assertive energy….’” I then asked, “Can you say more about
how you began class differently this time as opposed to other times?” (Linda,
Interview). My interest in having participants clarify such moments is because I
wanted to better understand their reason and feelings for the change/switch
but I realized on this pass through the data that such questions also got at
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choice. I had asked about choice, I realized, because I was interested in
understanding how affect was playing itself out in these narratives.
Understanding this as a choice only came later as I was coding the data. At
that time, I came to see that articulating the feeling and the performance in a
local moment shows how the choice or lack of choice that one feels one has
can lead us to think about the fluidity in our class identities, and how it informs
us on “how-to-be.”
Also, reading for choice opened up possibilities in my earlier codes. I went
back and recoded how those original themes were incidents of choice in the
social space. I then looked to identify the conditions in which these choices
occurred, where and with whom. I began pointing to ways in which the
participants were choosing or not, and why that might be, and, in doing so,
how I was getting to the affective investments/divestments by looking at what
the participants were choosing. Once this became clear, I was able to see
ways in which choices were tied to class identities and affect. I finally was able
to begin extracting moments where more conscious decisions informed how
they would negotiate the space, showing the ways that class identity (the
performative) and class performances were made more visible. However, I
looked for the way that certain options seemed evident to the participants or
when an option didn’t seem evident or possible. What emerged was a way to
better understand how participants were aligning themselves in the space by
examining when an option wasn’t one that the participants thought they had or
a choice that they would not make.
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Choice seemed to permeate many of the themes that I highlighted and
appeared fraught with history, experiential knowledge and affective work.
Therefore what one sees as available to oneself may intimate ways in which
one values and orients oneself in a moment. In American mainstream culture,
choice is understood as a value that connotes strength and agency. Such an
understanding of choice seems to present itself throughout U.S. culture and as
a result, it seems to be a key element in understanding it as a middle-class
practice, in that the concept encompasses capitalistic and Western
individualistic beliefs. After all, the belief that choice is your own is everywhere,
from TV to meditation seminars. Choice is situated in the socio-cultural
context moment; it is also based on the material and symbolic. The choices
one sees for oneself are based on many identity categories, social, political
climates, material and symbolic and how one has come to understand these
affectively. Part of our decision-making processes must include affective
circulation – the ways in which affect moves and attaches itself. This
understanding of circulation does not mean that affect works in a contained
space but, rather, that emotions connect what we see and how we see.
Choice as a lens became a way of looking at people in contrast to one
another, how they made different choices in relationship to a given “theme”
(e.g., authority) and this is how I structured the case studies in the subsequent
chapters. Choice was best highlighted between those differences and how
they made different choices in a given theme helped illustrate the way class
was enacted. For example, under the theme of whiteness, I noted the ways
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that Hari and Brian (chapter 4) chose to perform whiteness, due to race, and,
therefore, perform a classed understanding of whiteness, and when the choice
to do or be a certain way was more closely tied to an identity and not a
performance. I did the same with empathy in chapter 4. In chapter 5, I place
Bethanny alongside Paul under the themes of teacher authority. The best way
to organize the case studies, and a clear way to write it, was to note the
choices the participants saw available to them that centered around a theme,
such as authority or confrontation. It is through the comparison that class
performances became visible.

Researcher’s Gaze and Gazed Upon
I realized that my insider/outsider role as a graduate student/researcher
who knew all of her participants, some formally, some informally, was at times
more difficult than I anticipated. The ease with which I was able to talk with
most of the participants made me rethink if they were feeling the same way
and did that mean that they were seeing me not as a researcher but as a
peer? This could be a good thing, but it made me wonder whether the
participants might want me to not reveal some of what they said. That was put
to rest as I noted that the tape recorder between me and the participant during
every interview was very present. Also, there were a few moments when
participants asked that I turn off the recorder in order to share with me things
that they did not want on the record. As I analyzed the data, and was
preparing to show it to people, like my writing group, I was wary of sharing
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what the participants had said. I was hesitant to share the transcripts as I kept
thinking that I didn’t want to put them out there. I did not wish to share the
transcripts with my dissertation group as I felt that I was somehow betraying
the participants’ words. It took some time before I could share the transcripts,
especially Hari’s. I felt that using his full name made him more vulnerable but
what I realized is it made me more vulnerable. The use of his name made me
feel like I was exposing him and myself. This is something I was aware of and
went into voluntarily as I was aware of Hari’s wanting to decolonize academic
research. One way of doing this is by him using his full name. Yet Hari made
evident this gaze as he said in one of his journal entries,
I’m suddenly self-conscious about the audience for *this* particular
journal entry. I know it’s mainly me and Anna Rita reading this, but
suddenly I feel like a student/child and I feel quite awkward -- here I am
35 years old and suddenly feeling childish about referring to this
professor, who’s probably younger than me, as ‘teacher.’
I suddenly wonder whether Anna Rita has felt similarly, and what she
thinks of this -- given that I am younger than her! What do you think,
Anna Rita? And what does the use of the word “you” do in the above
sentence, as a sudden shift of gaze from the researched back to the
researcher? (Hari, Journal Entry)
Hari articulates a need for researchers to think about the gaze that they place
on their participants. Hari’s use of his own name and his shifting the gaze
brings to mind Thomas Newkirk’s thoughts in “Seduction and Betrayal in
Qualitative Research” where he notes that “the measures devised to protect
those being studied [informed consent] often aid the research in the seduction”
(4). Hari’s shift of the gaze, although not about consent, is about the politics of
research. As a novice researcher, my obligation is to hold true to the ethics of
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research that IRB permissions seek to bring to human research, but the
importance of noting what Newkirk states is the “special obligation to
recognize the vulnerability of those they study” (5). It is my hope that as a
researcher, I have showed respect and clarity in presenting the participants. Of
course, I choose the excerpts and I interpret them, especially in analysis, but
the responsibility, my responsibility, in being transparent about how I portrayed
the participants was very important. That is why I felt that I was doing a
disservice to the participants in my study as it was too easy to analyze the
participants themselves instead of the social space. It is with them in mind
that I went back to the data. It is my hope that I present the participants and
my findings in a way that makes clear the implications of the social space. I
also hope that my research was clear in the consent form, that I was clear in
my intention to use teacher identity, class identity and performance. It is with
their bodies in the space that I was able to work on this study.
During analysis, I made certain that I presented the data as ethically as
possible. One way I did this is when I commented on the journal entries. I kept
commenting on journal entries and included my own understanding of what
was going on with the intention of getting clarification from the participants so
that I could get a better understanding of what the participants were thinking.
This was my attempt to make evident my own ways of reading that I needed to
address as to not read into it without finding good examples that warranted
that kind of an interpretation. I also noted some of my own blind spots. For
example, I found myself forgetting to write about Bethanny’s background and
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recognizing how I didn’t include her background, whereas I did for the others.
Perhaps because her background seems very middle-class to me and already
part of the narrative that I did not think I needed to tell, even though I recall
having to look up the word “trousseau,” as it was not a word I was familiar with.
As I neared the end of my writing the dissertation, I sent an email to the
participants asking if they wished to see my interpretations that dealt
specifically with them, in order to allow for the ethical practice of participants
being offered a voice in the analysis stage. Two requested to see the
interpretations. Bethanny was the only one that responded. She said, “I don’t
have any place where I have a different perspective on your interpretation” and
that “reading this made me [Bethanny] think about the implications for my [her]
work today.” (Bethanny, Email). I hope that the other participants think the
same.
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CHAPTER 3
THE CLASSED AND AFFECTIVE WAYS OF CHOICE
Choice as a lens through which to understand the data gave me a way to
better conceptualize how class and affect were working alongside a person’s
perception of the choices available to him or her in a given social space. I
began noting the classed and affective work in choice as connected to social
space, power, and agency; therefore, I began focusing on classed and affective
workings in choice. For affect, this means how emotions move from space to
space and how they attach to people and space. As Ahmed notes,
The relationship between movement and attachment is instructive. What
moves us, what makes us feel, is also that which holds us in place, or
gives us a dwelling place. Hence movement does not cut the body off from
the ‘where’ of its inhabitance, but connects bodies to other bodies:
attachment takes place through movement, through being moved by the
proximity of others. (Culture of Politics, 11)
Choice (also seen as options), as I am defining it, refers to a moment that is
presented as a decision made by a person that is based on the im/possible
ways one has come to maneuver/negotiate a given situation (in social space).
Understanding choice as a concept that is experienced differentially by different
bodies within a social space requires that we look at the relationship of different
forms of capital, as well as the relationship of the circulation of affect (itself as a
form of capital) to the social space.
In this chapter, then, I elucidate an understanding of “choice” as classed, as
connected to both the classed nature of academic social space and the classed
identities brought to bear on those spaces. To do so, I move between the data
and the theoretical understanding of choice. The responses of my case study

66

participants led me to seek to understand this “theme” that became a “lens.”
Each informs the understanding of choice as a way of analyzing class in
academic spaces that will provide the lens for the following two chapters.
Understanding choice as “classed” in this way requires first seeing its
relationship to social space and identity, and then examining how such
interactions are never predictable even as they point to power inequities.
Choice, in short, is presented as a form of class analytics that allows us to see
the frequently ignored affective dimension of class.

The “Difference” of Choice in Social Space: A Story of Class
If we are to look at Teaching Associates (TOs) and their professionalization
into the field of composition studies, we can see how the choices they make are
interpretations of the space. TOs occupy that ambiguous space between
student and professional. TOs’ reaction to embodying a different kind of body in
that space makes visible their relationship to, and understanding of, the
different forms of capital that circulate. Being in that ambiguous space, TOs
are feeling what Bourdieu notes when discussing class and social space:
“What exists in a social space, a space of difference, in which class exists in
some sense in a state of virtuality, not as something given but as something to
be done…” (Practical Reason 12, original emphasis). The doing is important to
note in that it says much about how social space dictates how and what we
believe can be done. How and what we see, and what can be done, are
impacted by how capital circulates and is distributed in the space. They impact
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how we see what is available to us and what we believe our choices to be. In
other words, the understanding that there are multiple possibilities in a given
space is true; however, one’s class position determines what choices one sees
as available.
In other words, choice is produced both by the spaces one occupies at the
moment and by what one sees as im/possible (emergent) in that space.
Marilyn Cooper notes in her article, “Rhetorical Agency as Emergent and
Enacted,” that “[agents] do not directly cause changes, and the choices they
make are not free from influence, from their inheritance, past experiences or
their surround” (421). Therefore, choices, as Cooper notes, are not solely
individual, nor are the reason for our choices understood in a linear manner,
something she also notes. The choice one makes is connected to what the
individual believes is available, and the feeling of that choice intimates a
classed understanding of that space. The options we perceive are connected
to and informed by inheritance, past experiences, and the surround (social
space), and, although they are not linear, we must note that structures, values,
identities, the symbolic and material (which come to us by way of inheritance,
past experiences and social space) inform how and what we understand, and
what we perceive these choices to be.
I believe a nuanced understanding of choice as classed is articulated in
Cooper’s conclusion, although such an understanding is not her intention. She
states,
We need to help students understand that writing and speaking (rhetoric)
are always serious actions. The meanings they create in their rhetoric
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arise from and feed back into the construction of their own dispositions,
their own ethos. What they write or argue, as with all other actions they
perform, makes them who they are. [my emphasis] (443)
How and what we perform impacts the rhetor as much as it does the audience.
This is the understanding of the performative that Butler has consistently
argued for: that each speech act, each moment of discursive production
(re)produces the subject that performs it. For example, Cooper notes that “we
need to help our students,” and I would extend the need for us, teachers and
professors, to constantly reevaluate our own actions, as our own performances
say much about the ethos and disposition that are created and circulated.
Furthermore, Cooper notes that our rhetoric feeds back into our dispositions
which means that our dispositions are already present and not neutral but
related to power and identity categories. This is something Cooper seems to
miss or dismiss, that dispositions are not individual but cultural, that the actor in
the surround carries an identity that helps prescribe dispositions. However,
teachers and professors need to note that choice is more than just an individual
or predetermined act, but is related to our class experiences in significant ways;
therefore, feelings of having choice or lack of choice (due to knowing or not
knowing that different forms of capital signify differently in the space) impact our
understanding of choice.
In other words, actions we perform and the dispositions we already have
inform our choices. Therefore, we must take Cooper’s notion of the importance
of all actions further in that it is not only “what they write or argue, as well with
all other actions they perform, that makes them who they are” (443) but, also,
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how they write, how they argue, and how they perform in a social space creates
or produces meaning depending on the ways in which different forms of capital
circulate and get read in the space. The interpretation of how is just as
important as the what because the process of understanding “how-to-be” is the
negotiation of the space in a particular moment and the performance signifies
that.
So, if we apply this analysis of choice as related to social
space/habitus/surround to action within an academic setting, we can note how
choosing to act, behave, perform, write, and argue in a specific way that values
middle-class forms (discourse) is what is often being negotiated in such
spaces. This understanding is not new. Donna LeCourt notes in her article,
“Performing Working-Class Identity in Composition: Toward a Pedagogy of
Textual Practice,” that “compositionists have begun to examine the classed
nature of experience coded in discursive strategies that are frequently
antithetical to those we teach in our first-year composition courses” (30).
LeCourt notes that in academia we create and perpetuate boundaries. This is
done by creating a binary in terms of the discourses available to students, and,
thereby, making identity fixed instead of fluid. If this were to be considered, we
might recognize how power works in such spaces and how social, cultural, and
economic capital is recognized differently by individuals in different moments.
This is the classed nature of choice.
Bourdieu’s view of social space as a place where class gets done helps
further our understanding of choice in a more complicated and nuanced way
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because he recognizes power in capital, distribution, and circulation and its
impact on habitus and dispositions, unlike Cooper who flattens the importance
of power and social space (the term she uses is “surround”). Class identity is
not a static term but, rather, a fluid one. Class experiences influence how and
what we see because they in part shape our dispositions and are embodied.
Bourdieu notes that
the schemes of the habitus, the primary forms of classification own their
specific efficacy to the fact that they function below the level of
consciousness and language, beyond the reach of introspective scrutiny
or control by the will. Orienting practices practically, they embed what
some would mistakenly call values in the most automatic gestures.
[my emphasis] (Distinction 467)
Orienting practices reveal that automatic gestures need not be so automatic.
Rather, these practices reveal how seemingly automatic gestures are positions
that one takes in a given situation or space. Here we can note too how Julie
Bettie’s definitions of performance as consciously passing (and thereby making
a choice) and performativity as embodying structures and enacting them can
help us understand the classed nature of choice. Choice is recognized and
performed when passing. Yet, when options did not seem available, I examined
those moments in order to get at the more performative acts that might connote
class. Thinking of choice within the social space does not mean we have no
choice, but that choice operates differentially in the exact same social space.
(The social space is the same but the three bodies in that space will see
differently the choices available). In doing so we can acknowledge the influence
of structures in choice without removing all agency.
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That is what I am looking to do by examining the choices that one sees
available or unavailable. Choice allows for a more nuanced comprehensive
understanding of how class structures and class identities work in tandem,
especially in the middle-classed space of academia. We can see this in the
choices that appear (or more significantly, don’t appear) on how to interpret
meaning in literacy practices (Bizzell, Bloom, LeCourt, O’Dair and Seitz). For
example, David Seitz in “Keeping Honest” notes how the use of clichés works
differently for working-class students. Seitz notes how a student, Mike, uses a
cliché about individualism, a middle-class value, in a class discussion; however,
upon closer analysis, Seitz notes that “Mike’s perspective also resembles the
peer solidarity network of white working-class young adults” (70). Seitz shows
how Mike attempts to hold on to his social network:
Mike’s and Diana’s [another student] talk indicate that their understanding
of individualism may have more to do with complex issues of white
working-class solidarity and resentment than general manipulations of
mass culture most often addressed in published narratives of the critical
classroom. (73)
For the working-class students Seitz studied, the use of clichés did not signify
individuality but rather connoted and performed an understanding of
community. Academic writing values “originality” but that “originality” is a
performance of particular norms and conventions. The use of clichés seems
trite and unoriginal, but the use and purpose of clichés function differently in
different class communities, such as in working-class communities. Using
clichés is not understood as a different language practice that works differently
in different spaces. In this case, neither the teachers, nor the students see any
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choices available to them. The students define individuality in accordance with
their working-class community; the teacher sees it as a cliché in accordance
with academic social space. Both engage performatively in reaction to the
social space. What we don’t know is if the students made a deliberate choice
to align with working-class values, and whether the teacher could have seen
options of responding differently.
If we think of class difference as something produced within a specific social
space (academia, a classroom, a given interaction with a student) that elicits
particular readings of that social space (our “choices”), and then our actions, we
realize it becomes impossible to discuss class in broad terms (as is often done
in the field of composition). This became obvious to me through the data, as the
participants’ narratives revealed that what they saw as choice, and what they
did not see as choice, was quite complicated and different across participants.
For example, Bethanny is a TO who identifies as a middle-class “WASP.” She
talks about her discomfort with confrontation and what choices she sees
available to her in a classroom moment when a student is talking at the same
time as her:
Bethanny: Well, I think I am always, I always try to please everyone to not
cause any inconvenience, to take care of everything. To never make other
people unhappy and that’s kind of the m.o. and the way I was raised. And,
I know that’s if we’re thinking about class and backgrounds and gender
and all that, that’s a very particular way of being and I think that is what I
have been really immersed in, um, and, and, so having to… I don’t like to
criticize people you know, um, I’m more likely…if someone does
something to really, that really offends me or makes me upset to not say
anything to internalize it or to even apologize to the other person. Like, I’m
sorry it was my fault that you did whatever so having to be stern…you
know that to me is like oh, because nobody likes to be yelled at, right?
Um, so to have to do that is really difficult to me because that’s the kind of
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opposite of pleasing. And I know it’s, I think it was and I know I mentioned
it when we talked about that that “other people’s children” that particular
essay and that I think it was that one where we were talking about the nice
white teacher I think that’s like me. You know I’m just trying to be nice
[changes her voice to a gentler tone] and that’s hard for me to be mean.
You know to to to do that and I think I don’t know I think that I tend to
when I do have success. Well, if I can get the students to kind of like it’s
more like I’d rather inspire them [voice changes higher]. I don’t know if I
inspire them but you know I want to do this instead of being like you have
to do this, you need to get this done. So anyways that’s really hard for me
and it’s really hard for me in all aspects of my life. (Bethanny, Interview)
In the classroom, Bethanny understands herself as a teacher–more specifically,
the “inspiring teacher.” She wants class to be inspirational because she
understands teaching and, by extension, schooling in this way. For Bethanny,
school is a space that is safe. It is a place of inspiration where students should
want “to do” and not feel that they “have to do.” She sees her role as providing
that safe inspirational space. After all, as she states, “I think that I tend to when
I do have success well, if I can get the students to kind of like it’s more like I’d
rather inspire them [voice changes higher] I don’t know if I inspire them but you
know I want to do this instead of being like you have to do this, you need to get
this done” (Bethanny, Interview).
Bethanny identifies as a white female teacher whose role is to inspire. The
social space of academia grants options to teachers, one of which, for better or
worse, is being an authority in the classroom. Therefore she has the option to
voice her concerns about a student speaking in class. However, her middleclass white female body makes her not question/confront the student:
Anna Rita: But you have those moments in your head right, you’ve even
talked about when you are a little annoyed and so you are like ‘really
people?’… It’s not something you explicitly say but you definitely feeling.
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Bethanny: Yes, exactly, and sometimes I’ll say things and sometimes it
actually happened on Thursday like on Thursday where B was talking, yet
again, and I stopped and he looked at me and part of me was like it comes
down to authority too because like these perceptions of authority and now
that the class has gone on for so long and most of them are really focused
and it’s just this one person would it be weird for me to be like, shut up,
you know to have that moment and I don’t know it might be more effective
at this time because now they figured who I am and I’m not the person
who is gonna yell shut up and if I did do it once oh, I have crossed the line
I don’t know if that’s more, but that would be so hard, I don’t know, I’ve
never done that I’ve never done that in the class. I’ve never said, come on.
Anna Rita: And what do you mean it’s a question of authority?
Bethanny: I think you know why are you talking is it just are you just a
talker is that just the way you are or are you like well, I don’t need to listen
to this lady. I got better things to do I’m gonna talk or if I keep talking will
you yell at me. How far can I take this before you lose it and if I lose it you
know so there’s that too. So and as a teacher am I supposed to be I mean
am I supposed to be like always be totally in control um so there’s that.
(Bethanny, Interview)
Bethanny recognizes her attempts to understand why the student is talking.
Yet she doesn’t ask the student why. It is all introspective. In the interview,
Bethanny discusses her discomfort with confrontation: “that’s kind of the m.o.
and the way I was raised and I know that’s if we’re thinking about class and
backgrounds and gender and all that that’s a very particular way of being and I
think that is what I have been really immersed in” (Bethanny, Interview). She
identifies her way of being as gendered and classed. She notes that politeness
and non-confrontation are her “way of being” and that this is how she was
raised. She would like to say “shut up!” or a form of “shut up!” to her student, B,
who is talking in the class, “yet again,” but she doesn’t. If she does so she fears
she will look like she lost it and “losing it” will show either (or both) a lack of
control or too much control. She explains that “it comes down to authority… So
and as a teacher am I supposed to be, I mean am I supposed to be, like always
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be totally in control, um, so there’s that.” She is reflective and constructs B in
multiple ways, giving multiple reasons for why he is reacting in this way and her
response to it. She doesn’t want to yell at people because she has internalized
politeness.
Her understanding of “pleasing others” is influenced by her social position
as a middle-class woman. All of these identity categories influence her
understanding of herself and thus her reaction in this social space. Her choice
to not say anything, to not respond, reflects her understanding of being nice
and not imposing upon others. Even though she understands that her own
politeness might explain her reaction, or perhaps that her student is testing her
authority, she invokes the teacher as inspiration, as a way to understand her
politeness and her reason for not confronting the student. She situates her
reasoning in the academic social space, yet it is her identity position that leads,
in part, to how the social space is configured. Paradoxically, it is her
explanation of inspiration, politeness and non-confrontation that actually allows
us a window into viewing how her role in the classroom is based on a classed
concept of authority. She embodies and represents a middle-classed notion of
teaching that permeates American culture, from pop culture to seminar papers-the inspiring teacher who lifts up the oppressed/uninformed students. Because
she wants to hold onto this image of the inspirational teacher—while
maintaining middle-class politeness norms—she offers up multiple reasons
(multiple imaginings of her students) as to why her student reacts in that way.
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She enacts a certain kind of empathy that reveals how she has positioned
herself within this social space.
Exerting power (however unintentionally) via notions of empathy has been
discussed in literary postcolonial and transnational theory as an issue of
privilege, illustrating how Bethanny’s understanding of her class position affects
her empathetic reactions. For example, in “Affect on the Margins, A Small
Place,” Carolyn Pedwell, a literary theorist, discusses affect in postcolonial,
transnational literary texts. She notes,
Arguably, there are important historical and political reasons for privileged
subjects to be in greater need of developing empathy… Nonetheless, as
critical theorists have argued, the act of ‘choosing’ to extend empathy or
compassion can itself be a way to assert power. …Indeed, even in more
critical academic writing, it is nearly always a socially advantaged subject
who is compelled to imagine the situations, constraints and feelings of
‘others’ and through such empathetic engagement be moved to recognize
their own complicity in oppressive power structures and their concomitant
responsibility to act for social change. (19)
In this way we can see that Bethanny’s use of empathy may not undercut her
authority but may be a way of shoring it up. Bethanny does not have a direct
discussion with the student who speaks out while she is talking, even though
this situation seems to have happened more than once, but rather she sees his
disruptive behavior as a reason to be empathetic as empathy grants her
authority and also allows her to continue being the inspirational white middleclass teacher. Her authority comes from her understanding (consciously or not)
of how a middle-class white female teacher is to be in the classroom. Of
course, all these identities contribute to her understanding her role in the
classroom. Her middle-class identity interacts with whiteness to empower
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Bethanny even as she feels she has less authority. Her middle-class identity
allows her to align herself with the understanding that she has authority and
therefore can pull away from an authoritative stance. Middle-class reads white
as much as white reads middle-class. This understanding of the inspirational
female teacher results in the classed ways in which she interprets and performs
her role as teacher as it reveals the values (and orientation) of that space. It is
this orientation/value that moves us to choose one way or another, to see some
options as opposed to others.
It is easier to see the classed nature of Bethanny’s choice when we contrast
it to another participant. When I asked Laura, a white working-class female,
about a student who she felt was confronting her, she said,
Laura: I think he had an attitude or sort of general distaste for the class
that I was nervous about, but I kind of felt like the more I call them out, the
better it worked. It was almost like a test. And so I almost kind of think
that maybe what it was that he wasn’t going to respect me if let him be a
jerk. You know what I mean. (Laura, Interview)
What I find interesting about this is how both Bethanny and Laura are white
females of a similar age, yet their class dispositions seem to explain why they
react differently to a very similar situation. Laura doesn’t see herself as inspiring
but aligns herself with the authoritative teacher role that can seem rigid but that
she sees as appropriate, not to mention that speaking back is part of a workingclass ethos. And, as a woman, she too might not want to risk losing authority,
but she has a different understanding of authority that I see as classed. She
directly confronts the problem, even though it makes her “nervous.” She
considers the student’s motives but feels it is her job to reassert her authority, a
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test she needs to pass. She is much more pragmatic in terms of the cause and
effect in this similar situation. As a result, her body signifies differently in the
same social space. Laura notes that she will not be silenced nor does she fear
confrontation which is in line with what many white working-class women feel
because of their experiences with authority. For working-class women, authority
is rarely granted in the workplace or home by default; one has to “earn” it by
asserting one’s right to voice. As a result, working-class femininity is often
seen as direct and loud—a feminine value in working-class communities
because it speaks back to power and authority (Vivian O’Dair) and it shows wits
and guts within uneven power relations within and without the community.
Laura’s reaction is not to instill fear, but it is not to inspire, either; rather it
suggests/implies that “work needs to get done”; in a sense, this work is in direct
opposition to what Bethanny believes. Laura’s understanding of academia as
work, albeit intellectual work, means that it isn’t always going to be pleasant or
safe or inspiring. Laura’s more pragmatic understanding of writing as work and
teaching as getting things done means that work is not always inspiring and
one’s willingness to do it is not always a result of passion but, rather, of
necessity. We can see Laura’s focus on “getting things done” in relation to her
own work as well. When explaining her own reaction to an assignment and the
academic space, she states,
Laura: I think the context of a classroom is incredibly scary for a lot of
students, even the ones that don’t think they are. I know we had to do this
essay at orientation [TO orientation]. We had to write this [unit]
assignment. I bullshitted it. I wrote something completely impersonal and
part of that was because I did not want to share, but the other part of it
was like, I’m in a room full of people I don’t know.” (Laura, Interview)
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Here we see Laura completing a task that she finds distasteful in order to meet
expectations. Whereas Bethanny states that “it wouldn’t occur to me to do that,”
a statement she makes when she finds out a student made up his writing
assignment:
Bethanny: Part of me is like, ‘Well, should I be more upset?’ This is
essentially plagiarism of a form or academic dishonesty of a form. I
suppose I should feel upset, but I was just kind of like, ‘Oh. This is
interesting that he’ I was just interested that he did that. And I was – and
I guess, part of it because it wouldn’t occur to me to do that, so I was just
like, ‘Why would somebody do that?’ (Bethanny, Interview)
Therefore, for Bethanny, the idea of making things up, or just getting things
done is not how she views school. Laura, on the other hand, notes that school
is not an inspiring place, work needs to get done, and, therefore, Laura
confronts her student, even though it makes her nervous. She doesn’t consider
her directness as impolite or even confrontational. Rather, to Laura, this
seemed like an obvious way to handle the situation because the classroom is
not a safe space, for the student or for her.
Bethanny and Laura’s reactions in the social space of the first-year writing
classroom are different despite their similar interpretations of the behavior itself.
Both Bethanny and Laura see their students not paying attention as a sign of
disrespect and/or a challenge to authority. This is a common interpretation, but
how that gets enacted in the social space of academia is determined by their
understanding of academia that is inflected by class. It is not just their classed
sense of how to achieve authority, but their classed sense of what academic
social space demands that is different. The social space grants options to both
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Bethanny and Laura that could go against their classed dispositions, but they
tend to stay within their classed dispositions. Bethanny has invested in her
understanding school as a place that inspires—it’s her reason for being in this
profession. Therefore, to say something confrontational would be counter to her
way of being. She can only see that result as deflating the student, whereas to
inspire means to be nice and kind and not to question. Laura proceeds to tell
the student what is acceptable and she interacts with him because of her
understanding of the power dynamics that she knows exists in academia. She
is not hiding those power dynamics, rather she makes them known by noting
and confronting the student. Bethanny, on the other hand, doesn’t note power
dynamics per se, but rather, enacts those dynamics by positioning herself and
her student in roles that reiterate a middle-class understanding of schooling as
saving a student—ironically, enacting just as much authority over the classroom
as Laura but in a much different way. In this way, these two white female
teachers illustrate how class impacts their decision-making processes,
precisely because it aligns them with values and, therefore, orients them in
certain ways within academic social space. They are only able to perceive
certain choices within academic social space, or more accurately, the social
space produces different choices for them as teachers.

The Fluidity of Class: Habitus, Disposition, and Emotional Attachment
Social space produces particular possibilities for action as we see with
Bethanny and Laura in the previous section. For the sake of clarity, I looked at
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them both through the fixed class positions of middle class and working class.
Class position and class identity appear synonymous. Yet this is the mistake of
much class analysis in composition. We cannot always predict responses to
academic spaces on a reading of a fixed class identity. In my study, I found
that class identity is multiple. Participants do not understand their identities as
within one class or another with firm boundaries; they don’t perceive class as a
fixed category. The distribution of resources and the value of such resources
(i.e., their social and cultural capital) are interpreted differently. For example, if
you have money, then it seems you can’t be working class. But if you have a
blue collar job or if you live in a certain neighborhood, you can’t be middle
class.
For example, Bethanny identifies as a middle-class WASP and even
illustrates that identity by discussing her parents’ past experiences (debutant
balls, going to college) and, therefore, her inheritance of values and ways of
being. However, she notes that her father’s disability changed her economic
status and complicates how she understands her middle-classness. Laura
identifies as working class because of her parents’ professions (her father is a
mechanic and her mother does administrative work). One memory Laura
recalls is thinking she would be able to get a car as a high school graduation
gift, something she had asked for, only to find that it was never a possibility.
Laura recalls her mother’s satisfaction in realizing she was able to shelter Laura
from the reality that they could not afford a car. Linda, another participant,
initially stated, in her first interview, that she is middle class because of her
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parents’ profession and the neighborhood she grew up in. She much later
reveals that she identified as working class until a professor told her in a
graduate seminar that she was not; hence, her reason for identifying as
“middle-class with a working-class attitude.” The professor had an
understanding of her economic background. From his perspective, income
level, only, determined class. However, culturally and experientially such
occupations reflect more of a working-class background. Linda’s father was an
electrician, and her neighborhood consisted of teachers, tradesmen, and union
representatives. An example she gave of her working-class attitudes is a
disdain for organic food that she sees as a middle-class obsession. Another
example is that most of her friends lived 20 miles from home, whereas she
moved away. She noted how her parents questioned her moving away and
their thinking she was “better” than them. Although both her parents went to
college, they did not move away from home.
What we see with Bethanny, Laura, and Linda is that they have complex
class identities that are further complicated by the different forms of capital that
they have negotiated over time. They understand class as a moving signifier
that changes in context because of how different forms of capital signify
differently in different spaces. All of the above participants identify as white,
which also contributes to how their understanding of class is complicated
because they are not marked by racial difference, they are white, and therefore
fluidity is an option and a privilege. A focus on the distribution of resources,
however, does not address the cultural ways that capital works and legitimizes
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ways of being and a sense of one’s place. As Lindquist notes, “We understand
class as a problem of distribution of resources, but we experience it affectively,
as an emotional process” (192). The participants’ complex notions of class can
be best understood, I suggest, as investments or divestments from certain
ways of being that intimate the affective component of class. In short, class is
complicated for these participants because of the affective components of
class.
People possess complicated class positions that they bring from past
experiences, and, depending on the social space, they invest in or divest from
certain positions. In short, class positions work in response to a social space.
The social space presents options, and the different forms of capital that
circulate (including affect) are present. However, the individual’s choice can
reveal the investments in or divestments from certain kinds of capital that
determine the performance of class in a specific moment. What we choose
(intentional or not) tells us about our class dis/positions, not in a rigid
predetermined sense as Bourdieu might have us believe, but in a fluid way
because of the ways that capital circulates, moves, lands, impresses upon us
(Ahmed) based on past experiences, which are based in the material, symbolic,
and historical relationships. Social space may grant various options, but our
investment reveals that what we have come to value and how we orient
ourselves signal classed dis/positions. Those values are emotional
investments tied to social relations and affective circulation.
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What the participants’ responses and writing have helped me see is how the
classed positions they take change in response to the circulation of affect within
the social space. In other words, how affect lands, slides, and sticks (Ahmed)
has a lot to do with how it is negotiated in the space. Furthermore, how we
react to social space is caught up in our own dispositions, some of which come
from our past experiences as classed beings. If our classed identity is multiple,
however, these positions are much harder to predict. For example, my
relationship to school was never a positive one. Often times, teachers and
students did not get along. I recall moments when a teacher slapped a student
in the face, a time when a friend said “fuck you” to a teacher and walked out.
There were obvious tensions between students and teachers, but those
tensions got negotiated differently depending on the way the social space was
read. In an article Donna LeCourt and I wrote, we discuss the embodied and
affective nature of class by highlighting how our investments in school were
different and thereby we reacted to similar academic practices differently even
though we are both working class. For example, LeCourt worked to lose her
accent, but I didn’t. LeCourt explains her reaction to the “difference” of her
accent as follows:
This mark of difference was one I did not know how to attend to. I
learned to alter my clothing and makeup, but how does one learn to
speak differently? My way of speaking had become ‘naturalized’; my
accent and pacing — much like Anna Rita’s gestures — were an
invisible aspect of self, a connection between body and mind where the
vocalization of sounds seemed to emit from an enfleshed self. When I
began trying to change my accent — I practiced throughout my time in
Washington in front of a mirror — it felt as if someone else were
speaking. I was so focused on how I wanted to signify to others — as
intelligent, as an academic — that my language no longer seemed my

85

own. I was not performing in any way transgressively; I was literally
acting in response to the social gaze in a way that disconnected my
body and mind. After all these years, that performance now feels as
authentic as the more accented language I still use at home, a part of
the multiple identity I recognize as “normal.” When trying to alter the
accent, however, my mind and body felt separated, as if one were
warring with the other; I lost many battles as my accent or ways of
speaking would ‘pop up’ when least expected, marking me as different in
a context where I wanted sameness. Not incidentally, this still occurs
when I am angry or frustrated, reminding me that such an accent lives
deep in my affective core, seemingly more closely tied to body than my
other identities. (90)
I did not alter my accent and my behavior was oppositional. I acted
oppositionally because the space was not inviting and was not what I wanted to
be part of because of the way teachers and administration dealt with me and
others. I saw the space as suspicious. Some teachers did not appear to care
and they seemed offended by our very being as comments about who we were
and where we came from were often discussed. Whereas, affectively Donna
saw school as a place where she wanted to be, I affectively would get angry
because I was never the good student, nor were my friends. We were not in
honors, but, rather, we were the ones some teachers saw as problematic. I
saw them as problematic.
If we think about how investments and divestments work in terms of our
classed dis/positions we can note how class positions are continually
performed rather than enacted as predictable responses to fixed class
positions. What has emerged from my study is a more nuanced understanding
of class in academic social space where class identity is enacted as class
position in local moments in response to ideology and power that are affectively
perceived and circulated. The multiplicity of our classed identities is negotiated

86

in social space (at times intentionally, at times not). This aligns with LeCourt’s
assertion of class as performative. She explains that we need to see class “as
both economically structured and culturally fluid. In other words, we need a
perspective on class that recognizes that it is always under construction,
always being negotiated, and always felt and enacted in relation to other
classes, discourses, and power structures” (“Performing Working-Class,” 45).
Class happens in moments of contact; difference is noted in moments of
contact. The understanding of a hierarchy due to power relations is a process
that becomes embodied and felt. Such an understanding is vastly different for
each individual. How one feels about specific moments varies because of the
process and interpretation of a classed position. Therefore, understanding class
as both performed and performative, as both an identity and a reaction to social
space, means that we have to understand academic space much differently in
terms of how it impacts classed re/actions. The unconscious display is the
performative aspect of class—how class identity works within an unconscious
embodied sense of space and place. The fluidity of class suggests that we
inhabit both an identity (the performative) and a temporary social position (the
performance). We act (and react) within performance and performative identity
simultaneously.
“Performance” is not to be understood as autonomous choice or even
individual choice as it always includes how power and performativity work in
tandem. Reactions to social space include both the performative and the
performance (Bettie), both the surround (Cooper) and the disposition (Cooper,
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Bourdieu). But ultimately what presents itself as a form of “choice” includes a
subject’s sense of what options exist or not. A given social space produces a
limited number of choices based on its material and ideological location, but the
choices available rest in how affect circulates and how class identity and class
performance in that moment are positioned. Not everyone perceives the same
choices even if they exist in the same social space, as we saw with Bethanny
and Laura. How we choose to perform in a given moment may tell us how we
are affectively investing or divesting in classed identities in a given moment.
Class identity is typically performative in that different forms of capital are
informing unconscious displays that may be a consequence of class, but the
specific reaction to social space is a momentary performance. The
unpredictability of response reveals the importance of affect. Affect is as
important to recognize as are ideological understandings of class; they are not
separate from each other but, rather, work simultaneously and inform each
other. These momentary performances tell us how we interpret the circulation
of affect in a given social space, and also reveal our fractured idea of class
identity when we seek to self-identify. This relationship helps explain how class
is both expressed, performed, and created, rather than fixed. Ironically, it is
these very performances that recreate seemingly fixed classed identities. For
Bethanny, not making people angry is important, even when she is angry. Her
understanding of academia, of schooling, is that it is a safe place that inspires.
Academia is understood as an object where an affective understanding of its
role and her role play off of each other. Her sense of appropriate behavior is
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tied to both her disposition and the social space, but because of the first, she
sees no other options in the second, fixing class even when it need not be
fixed. Similarly, for Laura, answering back is part of a classed disposition and
her understanding of school as work results from this disposition. Both
choices—work and inspiration, direct challenge and polite inquiry—are choices
produced by the social space. The class component is important in recognizing
how Bethanny and Laura choose to react in specific moments in their
classrooms, even if the social space grants them multiple options. Laura and
Bethanny react to the space differently and only perceive certain choices as
options.
How classed dispositions are tied to emotion also demonstrates the ways in
which we come to understand the world as experiential and embodied.
Decision-making processes are partly based on emotion, and, therefore,
options might be available in the social space, but what we perceive as a
choice is in part understood in terms of emotion. We must understand how and
what emotions are circulating in social space if we are to fully understand how
class operates in academic spaces. Class is fluid partly because affect plays a
role in how and what kinds of capital hold value and in what way. Lindquist
highlights this aspect of academic social spaces:
Writing teachers teach not only by describing rhetorical strategies and
applying them to texts, but also by enacting them through relationships
with students; literacy learning generates its own complex dramas of
motive, desire, and affect—dramas scripted and staged by experiences
of class difference; and only by giving more explicit attention to the
performative and relational dimension of affect in classrooms where
literacy instruction happens will it be possible to disrupt the usual
arrangements of students-as-emotional laborer, teacher-as-manager that
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are especially pernicious when teaching working-class students.
(“Class Affects, Classroom Affectations,” 189)
Although this study is not in the classroom, I turn to affect as a site of critical
inquiry as a way to understand how affect is managed and how it circulates for
writing teachers. How is one’s affective reaction in the given situation a result
of how they understand their roles as teachers? How might affect circulate
between the body and social space to create and produce borders that
contribute to performances that are classed? Perhaps the best way to get at
these questions is through another narrative drawn from the case studies.
Linda, who is “middle-class with a working-class attitude” discusses how
she performs empathy but doesn’t actually feel empathy toward a student. The
ways in which affect circulates to determine what is acceptable or not in the
classroom begin to get defined clearly in this moment. Linda could not gather
up any empathy for a student who had told her of some difficult experiences.
Linda: And so I think it relates to this moment because it confuses my
responsibility to him, my responsibility to him as a person is to be like
help him get through what he’s going through but that’s confused by my
role as his teacher because I need to keep him accountable for writing
essays and I think those two roles get conflicted in his case.
Anna Rita: How so? I mean…
Linda: Because he’s dealing with a lot of things and yet and so if he
were just a person who had to deal with his personal problems he
wouldn’t tell me because I’m a stranger to him but because I’m his
teacher he needs to involve me in them and so now am I someone he is
confiding in because he needs help or am I someone he is telling
because he wants an extension on his paper and so in my response to
him it’s confused because I’m like still the authority figure but I’m also
trying to give him resources and so I feel I just feel strange about that
because I don’t feel like a real person who can empathize with him like
as I should. (Linda, Interview)
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Linda states that the only reason the student was telling her about his personal
life was because she was a teacher and he wouldn’t have told her at any other
time and, therefore, she felt that “… it confuses my [her] role as his teacher
because I [she] need to keep him accountable for writing essays….” She notes
that “he’s dealing with a lot of things”; however, even with that understanding
she can’t “feel” for him “like a real person who can empathize with him like as I
should” because “he wouldn’t tell me [her] because I’m a stranger to him.”
What is confusing for her is her authoritative role as teacher. Here we see how
her affective response is interpreted within a specific social space where
authority and responsibility are manifested in classed structures, where the
production of the work (writing essays) and her authoritative role are crucial to
how she can or cannot relate to him:
Linda: Yeah and so he wasn’t because I couldn’t tell if he was genuinely
wanting empathy because he’s telling me about his personal tragedies
because of a situation [her being teacher and his being student] in the
classroom and so then I’m second guessing myself like are you should I
show you empathy or should I talk about your paper so and it was just
uncomfortable um so I don’t know.
Anna Rita: Ok, that’s a hard…you were saying you weren’t feeling it?
Linda: And what I probably didn’t describe enough is the presentation of
his problem because it was in the context of “I missed class and need an
extension because this horrible thing happened” and so it wasn’t like
presented to me as he wanted to genuinely talk about it or wanted help
or what he wanted wasn’t the empathy maybe so and so…
Anna Rita: And so what do you think he wanted - I shouldn’t have
interrupted you…
Linda: No, I think what I was just going to say is that when he was telling
me about this I think I acted or made sure to show empathy because I
didn’t want to respond to him in the way he wanted responding to the
way he presented it was he wanted me to say that everything was cool
and that he can turn in his paper when he wanted to and that it didn’t
matter if he missed class and so I think I took a step back and
consciously tried to show empathy to recognize what he was saying was
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serious rather than just a matter of like something that should be looked
over. (Linda, Interview)
For Linda, this moment of sharing didn’t seem “genuine” in that the situation
and their relationship seem to exclude the possibility of a genuine or authentic
interaction. The ways bodies press upon one another at this moment of contact
create boundaries, and such boundaries are marked with histories. The
different kinds of capital that mark each body in that space (cultural, social,
economic) show how social space relegates not only cultural, social and
economic capital, but emotional capital, as well. Emotion circulates in the space
as Linda struggles to understand how and what is possible to say, be, and do,
in academic spaces. This affectively works on her understanding and empathy
or lack of empathy for the student. The way academic social spaces can
circulate affect is what Brodkey implicitly discusses in the literacy letters when
she notes,
The teachers' markedly inept responses to their correspondents'
narratives suggest that the hegemony of educational discourse warrants
teachers not only to represent themselves as subjects unified by the
internal conflicts like guilt that preoccupy professionals, but to disclaim
narratives that represent a subject alternatively unified in its conflicts with
an external material reality. (130)
Brodkey examines discourse without mentioning affect. Recognizing affect as
circulating and accruing value is important in how teachers negotiate “how-tobe.” In Brodkey’s example, the teachers’ ability to empathize with students is
undercut by their discursive role as arbiters of what counts as knowledge.
Linda’s choice is similarly mediated via the space, the position that she
occupies. Linda’s understanding of school standards and rules suggests to her
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that she should focus on the lateness and missed paper as the main issues,
indicating how she should handle the situation. She doesn’t want to respond to
the student the way he wishes - to dismiss the lateness in favor of the personal
problems. His personal information is always complicated by the fact that they
have no personal relationship, thus the work relationship seems prominent. The
way she has come to understand the institutional practices and values of
academia is that the personal is to be bracketed as when she says, “he
wouldn’t tell me because I’m a stranger to him but because I’m his teacher he
needs to involve me in them” (Linda, Interview).
Choice is mediated by the space and in what she understands as available
performances in the social space of academia, which becomes apparent in her
interaction with this student. She clearly would have empathy if she and the
student were “real people” not framed in this professional way (and not
strangers, a result of the professional frame). She does state that “he had
excuses that were legitimately terrible, yes” (Linda, Interview). We can see that
the complexities of class identity and class performance conflict for Linda. Linda
reveals in other contexts that she doesn’t see the personal as appropriate in
academic social spaces and in how she understands academic literacy. For
example, in a graduate class she was taking she states,
Linda: They went to their personal experiences or things they read
outside of class so that was disappointing to me because we spent this
time reading these texts and now it’s my assumptions that we are going
to come together to talk about them um and so that didn’t happen and so
I was like oh you know I really learned a lot in three years of grad school
that’s what I come to expect. So with these new grad students they
haven’t been introduced to that sort of thing that we do.
(Linda, Interview)
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Although the situation is different, we can infer that Linda seems to see
schooling as disembodied because she is so disappointed by how new
graduate students foreground the personal. It is understandable that a focus
on the texts is important but as she states, “new graduate students haven’t
been introduced to that sort of thing we do” (Linda, Interview). I can’t help but
wonder if “that thing we do” is find ways to read in ways that take out the
personal. Although we have, I hope, moved away from understandings of
objectivity, there is still a sense of moving away from personal experiences as a
way to understanding and engaging with texts. If we connect this reaction to her
approach to the student, this understanding of school and her adherence to the
rules of accountability disembodies both teacher and student. She must engage
with the student and his situation but not at the expense of the production of
work (his paper deadline). Linda’s sense of place in this space is where she
feels difference. She sees her teacher role conflicting with her as a person.
The social space of academia makes reading or understanding when the
personal is acceptable, or not, complicated. Linda’s understanding of the
standards and norms (accountability and individuality) of the institution
relegates emotions to the side, as disconnected from the personal, and,
therefore, contributing to the complicated and multiple emotions that she is
feeling. Linda recognizes that the interaction/situation exists only because she
is an authority. In doing so, we see, paradoxically, her inability to see herself
as an authority where she actually feels like she has power; instead she lacks
power as someone who must work within the rules. Like the working-class
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students Greene discusses (see chapter 1), Linda creates a border between
the academic and her personal identity; she can only see the academic as
institutional, as work. She is learning the kinds of cultural capital embodied in
academic literacies where the abstract, logical, and documented are valued
more than the personal. As a result, her performance of empathy strikes me as
a classed one where the social space of schooling orients a person toward
values of individual accountability where personal problems are suspect. We
can see such distinctions, for example, in Lindquist’s analysis of the way ethos
(the values of the personal) matter in working-class debate but are largely
absent from academic debate or, as per Brodkey, the ways that classed
experiences are unable to be heard because they bring in personal material
matters deemed irrelevant to the academy. This is a value that Linda has come
to understand as professional and is, thereby, central to her role as an authority
figure. What we see is how the circulation of class and affect creates
boundaries, and how the response is a re/action to the circulation of affect and
value within a given social space and the negotiation of that space.
Affect signals how values become aligned with institutional discourse or
practices that then become pedagogical practices. Linda believes she would be
doing the student a disservice to behave in any other way. This is not always a
conscious process, but, rather, an investment that is classed and that presents
itself affectively. She attempts to work within the confines of what she
understands to be professional, to embody the position of teacher. Hence, she
can’t see the interaction as a genuine, “real” conversation but about power
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differentials because she recognizes her power to mediate the students’
problems through an extension. This is how class gets done. By becoming an
affective process, the different forms of capital (economic, cultural, and social,
and affect) work through bodies. Affect creates boundaries and becomes
crucial in understanding class identity and the way that teachers enact a
classed pedagogy.
As we saw a distinction between Laura and Bethanny, we can also see a
distinction between Linda and Bethanny. They are white female teachers with
different class identities. Bethanny seems to see her student differently in the
context where she is a “good white teacher.” With that interpretation, she sees
different scenarios and she grants herself those options. Even though she may
see herself as someone who is submissive, she positions the student and
herself in a way where she still grants herself authority. Bethanny is able to
empathize with students because she sees herself as the authority, whereas
Linda does not. Linda identifies her inability to have empathy if she is to
maintain authority. She sees the situation as offering conflicting roles for her,
the person, and, her, the teacher. Such an understanding impresses upon her
what she can perform, and this is understood in affective terms: no empathy.
As Linda notes, “he would not tell me if I weren’t the teacher.” Looking at
Bethany, Laura, and Linda together, however, emphasizes why I note the
importance of social space because it does offer options. But what choices or
options are available to one is informed by the circulation of affect and the
affective investments or divestments in certain classed discourses.
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Conclusion: Choice as Class Affect in Academic Social Space
As Bettie notes, class identity is not the same as class consciousness (as
political actors). A sense of place and difference due to structures and
habitus—class identity—is felt (is affective) without claiming class
consciousness. This multiple class positioning makes visible how the circulation
of affect in a specific moment implicates both the space and the bodies in that
space. The options Linda sees, her interpretation of the space, and her reaction
in that space have to do with her negotiation of class difference. As we look to
Bettie’s definition of class identity as performative, we see that there are
moments when choice encompasses both performance and performativity,
somewhere between determinism and agency. Choice, or lack of choice,
seems to point to how, in a given social space, the various forms of capital that
circulate “land,” and “stick” (as Ahmed notes) differently with the entrance of
different bodies and objects. However, this does not mean that forms of capital
(embedded in the historical, the symbolic, and the material) aren’t already
circulating and accruing value; instead, I keep open the possibility of the space
being altered by the bodies and objects in that space (much like Cooper’s
sense of agency without intention). This is why Bourdieu’s understanding of
social space as a place where difference gets done is important because it
notes the fluidity and fixity that are simultaneously present in social space.
Linda’s affective response to the situation, I believe, shows the nuances of
class. She is conflicted because she doesn’t feel like an authority; she is only
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occupying a position of authority. The way she has come to understand
academia as disembodied is, in part, because of her own class background.
Her relationship to academia constructs this understanding, and in turn her
affective reactions become part of the ethos that is being constructed. Cooper
notes that “choice is never free of influence” and “the meanings they [students]
create in their rhetoric arise from and feed back into the construction of their
own dispositions, their own ethos” (443). In other words, the ways in which we
perform and negotiate space must always take into consideration how choice is
never free from influences and in the decision-making process, we make
meaning that feeds back into our dispositions and ethos, a constant negotiation
of “how-to-be.” This does not mean that all is predetermined, rather our own
affective investments and divestments become important in determining our
choices, and how choice is influenced by social space. Communicative
practices and/or discourse, in this case educational discourse, are more
nuanced and more fully understood if we look at choice as nuanced, classed,
and affective, making it more than just an individual act.
What needs to be done if we are to understand the role of affect and its
relationship to class, I contend, is to look at the circulation of affect as a site of
inquiry that reveals how investments and divestments show what signs have
accrued affective value and for whom.
As we see with Bethanny, Linda, and Laura, class performance and class
identities inform the choices they make as teachers, in part, because of affect.
We can note how emotions, as part of a classed identity, work and function in
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how and what we see as choice. The choices that Bethanny, Linda, and Laura
make, therefore, are not predetermined or absolutely free from their
surroundings. The choices they enact are not free of the histories that they
bring to the social space. Affective reactions can indicate some classed
interpretations of the social space, the tensions that are felt in academic spaces
that intimate classed (and capitalistic) logics. They also show the fluidity of
class. In other words, the circulation of affect in the social space where feelings
impress on bodies create boundaries and display orientations, intimate classed
positions, not as static but as fluid. Feelings of difference or sameness have to
do with how forms of capital in their circulation in the social space land, stick,
and thereby produce boundaries or appear boundless because of the way
capital is interpreted, displayed and negotiated by bodies in a space. The
relationship (the discursive) here is important to note. This is not to trivialize
choice but rather to note the complexity of our choices. Choice is more than
performed, “rationalized” or a deliberate individual act in the consciousness of
those who are seemingly choosing to align or disalign themselves with certain
middle-class values that permeate academia. As Ahmed notes, “Assimilation
and transgression are not choices that are available to individuals, but are
effects of how subjects can and cannot inhabit social norms and ideals” (153).
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CHAPTER 4
WHITENESS, EMPATHY, AND AFFECTIVE WORK AS POWER
This chapter highlights the case studies of Hari and Brian, two males who
have access (and see themselves as having access) to different kinds of class
and/or race privilege. Both mediate between middle-class values and
whiteness in different ways, exhibiting how different bodies bring nuanced and
complex interactions to academic social spaces. Hari discusses how he
consciously claims English and American identities because of the global and
colonizing impacts of English/America on him. Hari, a self-identified “brown
man” born in India, who went to an American school in Yemen and, then went
to school in the U.S. and worked as an engineer, notes his class privilege but
recognizes that in America he is marginalized because of his brown skin. He
discusses his understanding of whiteness and his complicity in it. Brian
identifies as classless because of his witnessing and experiencing the different
lives of his father, a poor Spaniard who emigrated to the U.S. and his wealthy
White Anglo Saxon Protestant mother. Further, Brian’s race and class are
often marked by him as privileged but his father’s background and Brian’s own
experiences complicate class for him. Brian became a father at a young age.
He attended community college, then went to university. His community
college background makes him feel non-traditional in his Ph.D. program as
well. Both men rely on a classed whiteness, highlighting the classed ways in
which whiteness operates on them. The privileges of certain forms of
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whiteness are different because of global understandings of race and the
affective investments in classed whiteness.
The discussion of whiteness in terms of these two participants allows a
more nuanced understanding of class and its affective workings in an
academic context. Looking at the ways that these two participants see what is
available to them or not, and their narratives about their interactions with, and
perceptions of, students, the university and their place in it, reveals how class
affectations circulate. Affect as capital moves and circulates with different
intensities and accrues value (or not) with history. In the context of academia,
one’s histories with schooling, language, academic capital and a range of
other factors come to bear on how Hari and Brian react in specific moments
and understand themselves as teachers and scholars. Both men invest in an
alternative space for their academic selves. Their reactions gave me an
opportunity to examine how affect circulates in particular social spaces based
on the histories and perceptions of self within the space. Their interaction with
the signs, bodies, and larger institutional understandings of academia, in turn,
influences how they come to understand their students, and how they enact
their pedagogies. It gives a clear understanding of the importance of the
relationship between affect and class. The choices the participants see
available to them in academic space reveal how whiteness is raced and
classed.
“How-to-be” in the social space of academia shows how capital circulates
and gets distributed - specifically affective capital - because acting on one’s
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understanding of “how-to-be” in a space has to do with what is understood to
command that space (Bourdieu, 12). In other words, we can learn much about
the classed/raced nature of academic spaces by looking at how the two men’s
histories lead to different understandings of navigating the social space. This
is understood via the physical (material), the symbolic and the historical. I
begin the chapter, then, by examining Hari and Brian’s embodied relationship
to class by presenting the complexities of their backgrounds. I then bring those
bodies into the social space of the classroom—to their teaching—to highlight
how academic social spaces position such complex bodies to have different
affective relations to their students and to academic literacy.

Hari and the “hoity toity Boston college suburb accent”
I knew Hari before he was part of the study and before he entered the
Rhetoric and Composition program at the university. We had some friends in
common and on a few occasions we mingled socially. Hari and I are in the
same age range and he was married when I met him. He now has three kids,
and is the sole breadwinner of the family. He is often concerned about money
as he has a family to support. In our interviews he talked about being a brown
man with an immigrant itinerary (his term). For him, itinerary refers to the
geographical movements of his life. He was born in India, schooled in Yemen
as a child, and then in the United States as an undergrad and graduate
student. He earned a B.S. in Engineering, then an MA in Communication, and
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is now a Ph.D. student in Composition & Rhetoric with a deep interest in
performance studies and race.
In our third interview, I asked Hari about a comment in his journal about
getting viscerally upset when someone compliments his English. Hari talks
about his Standard American English (SAE) with no detectable accent and
how he does not appreciate others, mainly white Americans, noting and
complimenting him on his Standard American English pronunciation and then
asking, “Where are you really from?” He, rightfully, perceives this question as
racialized because for many white Americans, it highlights an incongruity
between his body and his language. It questions his body and geography as
many see SAE as white. Accents, as Hari notes, illustrate how whiteness
works as a concept or way of being that seems obtainable to all bodies and
that “there’s sort of an upward class mobility narrative as part of whiteness.”
(Hari, Interview). SAE allows possibilities because it can be acquired. Hari
states,
So part of the way whiteness works is that it sets itself up as a standard
that's attainable by anybody. You work hard, and you can learn this
language. You don’t have to have what can be marked as a vulgar or
crude accent. You don't have to have that South Boston accent. You
can have the hoity toity Boston college suburb accent. So, yeah…
(Hari, Interview)
For Hari, one aspect of Whiteness is about assimilating and taking on certain
mannerisms and standards. Hari articulates that he has in some very
conscious and unconscious ways “erased Indian culture from my life” (Hari,
Interview). Immediately after that comment, he states, “I know that’s a very
conscious choice for me, and it matters a lot for me because of the identity I’m
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trying to build is an identity that says, ‘No, I’m not Indian but I’m not white
either'” (Hari, Interview). In this way, Hari discusses his own complicity in
whiteness, and how he uses whiteness in order to complicate it and subvert it,
also.
Another big part of my belief now is the recognition [of] my own
performance and complicity in whiteness but I'm also very consciously
choosing not to perform an ethnic identity. So I don't have many, if any,
Indian friends. And I don't perform a lot of markers of sort of Indian
culture in my own life. In many ways unconsciously but in some very
conscious ways, I've sort of erased Indian culture from my life. And I
know that's a very conscious choice for me, and it matters a lot for me
because the kind of identity I'm trying to build is an identity that says,
'No, I'm not Indian but I'm not white either.’ (Hari, Interview)
Whiteness sets itself up as a standard, as a choice, or it can be understood as
a form of coercion that one may see as attainable. He notes how Whiteness
implies choice—“standards that are attainable”—and one chooses to either
acquire those standards or not. He realizes he has made some conscious
choices in not taking on or connecting to India or Indians. He notes that the
identity he is trying to build is one that complicates Indian and white identity.
One way that is done is through speaking SAE which implies a classed
understanding of the self, as language is classed. What is interesting to this
study is the ways in which the culture of class performance comes into play.
Hari’s relationship to accents and ways of speaking reveals another aspect
of whiteness. He discusses his inability to change his SAE accent and how it
connects to a privileged upbringing. He says,
So that's one aspect. [sic] Then the other aspect is when people say,
‘Well, you can claim an Indian identity.’ Like no, I can't. I've tried. I could
possibly make it work, because in India, yeah, my skin color wouldn't be
a barrier to that. But, my experiences of trying to do that in India, not
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even in India, but even with graduate [Indian] students at Boston, was a
constant perpetual distancing because again, of my accent, because
they recognized me as somebody who's had access to a privileged
upbringing, and being claimed by an English American culture from an
early age. So I don't share their upbringing. (Hari, Interview)
He can’t connect to Indian experiences because he doesn’t perform Indian
markers and doesn’t have Indian friends. His accent marks him as having
been privileged and, therefore, being different from many other Indians. His
rejection of taking on, or performing, Indian markers or performing a different
accent doesn’t seem to be the result of a choice. In the above statement there
is much to understand in terms of race, nationhood and globalization (or
transnationalism) which reflect the ways in which classed identities work on a
global level. How choice factors in here is revealing. He feels he has no
choice in that he can’t “possibly make it work”—“it” being an Indian identity—
because of his experiences of having “access to a privileged upbringing, and
being claimed by an English American culture” (Hari, Interview). He
recognizes his privileged upbringing and notes that others will recognize it,
also. The accent reveals his privileged upbringing and, thereby distances him
from other Indian graduate students. He discusses how his way of talking
marks him as privileged, and how he is claimed by an English American
culture, specifically a white American English culture. He realizes that, yes, he
has had a privileged upbringing and with that comes a way in which he notes
that American culture has claimed him in ways that it hasn’t other Indian
graduate students. Hari states that it is a “constant perpetual distancing
because again of my accent, they recognize me as someone who had access
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to a privileged upbringing… So, I don’t share their upbringing” (Hari,
Interview). His standard American accent is what signals a different
experience and distances him from other Indian graduate students who have
Indian accents. Hari’s Standard American English affords him another level of
cultural capital in a global economy. He notes that SAE is a form of whiteness
(and thus privilege) that he has access to.
Class understandings of his Indian identity operate to dictate what choices
he sees as available. Hari does not want to play into nationalistic and
racial/ethnic terms as he wants to complicate notions of whiteness. But his
complication of the body is through classed concepts of language that,
ironically, bring whiteness back to the fore. It escapes body (white) but not
ideology (whiteness). Choice and class come together in that his privileged
upbringing has afforded him the access to acquire certain standards of middleclass American English whiteness due to American global colonization.
In terms of whiteness, he can’t pass because of skin color, but in terms of
being Indian, he marks his own difference due to access and privilege--due to
class--that manifests itself in language. He states,
And that’s how I feel. Like America has colonized me from a very early
age. I say it has laid a claim on me. English has laid a claim on me. And
in many ways, I have come home, even if I don’t feel that this is home,
right? But this is the effect [of] colonialism and why America is still a
dominant colonizing empire is that it exerts this call where America is the
center. So the implicit message growing up and as I began to realize it
more and more was the explicit message was this is the culture that has
laid a claim on me.
So in many ways, I’ve answered that claim and I’m here. Okay. So the
anger is at the people in this culture saying, ‘What the fuck are you doing
here?’ I’m like, ‘What do you mean what the fuck am I doing here? You
call[ed] me. You interpellated me. Your ideologies have articulated my
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identity and my subject position has been shaped because of your cultural
_____. Your feces have provided the manure from which my identity is
gonna come up.’ (Hari, Interview)
Hari makes obvious here how language, race, and class are inextricably
linked. His anger reveals who “owns” English. Hari denounces those who think
his body should not perform whiteness as it was the colonizing functions of
SAE that put him in this positon to begin with. In a global economy, English is
capital, and English spoken without a nondescript American accent usually
connotes understandings of middle classness and whiteness, which have even
more capital. Therefore, if one speaks English, specifically SAE, one has
cultural and economic privileges. Yet, those privileges also seem to be
accorded only to, or more easily to, certain bodies despite the ideology that it
is accessible to all. Hari doesn’t wish to be constructed as foreign in America.
He notes how English American culture called on him and, so, why shouldn’t
he claim it as his? One aspect of Whiteness is language, specifically an accent
that is classed as “the hoity toity Boston college suburb accent.”
I am proposing that Hari’s ability to see language (in this case accent) as a
choice is a classed assumption afforded by his privilege upbringing. He notes
that an accent can be changed because one can work to change it, yet he also
seems frustrated that in his own personal experience, changing his SAE
accent was not a possibility. He can’t, he’s tried. However, it is the changing of
his privileged/dominant accent to what he understands as an accent that is
“othered,” that is a non-dominant language, that does not allow him to see this
shift in language/accent as an option or choice. In short, the idea of choice is
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classed, as is the decision about what choices to make. His belief that he has
no choice results, I believe, from class identity and class affect. Class factors
in his view and experiences of both Indian and American cultures. His
understanding of language use as choice or not reveals how his cultural
capital affords him options even within whiteness. Whiteness as a privileged
position offers a choice to inhabit a language. Indian culture does not allow a
choice to speak below one’s class. Choice itself is a classed option, a form of
privilege to make a choice that he doesn’t see available to Indians with
accents, those not exposed to his kind of “privileged upbringing.”
In this way, Hari constructs his identity in terms of class even as he uses its
intersections with race to explain his negotiations. When discussing an
understanding of choice or lack of it in these specific situations, class in both
contexts can be identified and is visible. It is his privileged upbringing due to
access to a more elite and American education, having lived outside of India in
Yemen where Indians were/are marginalized, that offers him choices. The
identity he is constructing reveals the investments and affective connections to
class and class differences. He knows he can’t pass as white because of his
brown skin. And, he isn’t Indian enough because of his accent and experience
outside of India. Therefore, he doesn’t have the option of an Indian identity.
He chose English American culture and, as a result, American culture
interpellated him. In other words, English American culture chose him/forced
itself on him, in that it dictated how and what his investments and divestments
were going to be. Here we see global capitalist logic at work in that SAE is a
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form of capital and of identity. Hari wishes to perform in such a way that
people would see him as not Indian but not white either. In doing so, he
shows that what is assumed to be “white” can live in a brown body, as he
takes the notions of whiteness head on. Yet, the standard and norms that he
takes on are in a social context governed by whiteness. Thus America reads
him as middle class and thus white, while his body belies that reading. Hari
sees himself as complicit in, and complicating, whiteness by highlighting the
choices he has made, as well as the ways colonialization has worked on him.
He seeks to speak of the ideologies constructing him, to illustrate the constant
negotiation of race. He sees himself enacting/creating an alternate space
where he is not white but not Indian either. However, that alternate space also
involves access to a certain kind of English that connotes power and class
privilege.

Brian – “I’m Classless”
In the initial interviews when I was selecting participants, I asked Brian if he
could tell me what social class he thought he was. He said, “classless.” He got
me at that. Identifying himself through an absence of class interested me
because I was immersed in thoughts about class and, while some of the other
participants had discussed confusion about class, none had said “classless.” I
was interested in how and what he meant by that. His understanding of being
classless is connected, for him, to his parents’ different class backgrounds. He
identified his mother as a “WASP” and his father as a “poor to the point of
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starving” immigrant from Spain (Brian, Interview). Having a poor immigrant
parent whom he helps financially and having a WASP mother with cultural
capital is what makes him see himself as classless. Brian notes his
complicated classed experiences and his difficulty in labeling them because of
his inability to reconcile the two backgrounds. He said,
It’s really often that I cannot align myself with one without betraying some
part of the other so I can’t fully be either but it is not as if I get treated
intentionally as an outcast by either of them, either. It’s just like for me,
um, this is some irresolvable contradiction that it creates.
(Brian, Interview)
While Hari needs to (or is forced to) build an identity that negates the secondclass citizenship that his body signifies in an American context, Brian sees his
choices much differently. Brian sees himself as classless, as being able to
choose when to identify and dis/align himself with class performances as a
result of middle-class whiteness. Yet this is not seamless. It also brings up
class anxieties that he does not seem to be aware of that are tied to a
complicated class background. Brian discusses his material economic
struggles as a single father at great length, while simultaneously performing an
elite understanding of schooling. His discussions of class vacillate between
the elite private schools of his youth and his community college degree and
teaching, between his parents’ class backgrounds, between being a Ph.D.
student and a father. Rather than “classless,” I read Brian’s complicated
background as “classful.” Yet his actions and reactions can seem classless
because Brian perceives a choice in whether to align with them culturally or
see their influence as idiosyncratic. In other words, whiteness (and
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masculinity) offer him the ability to see his identity as neutral and individual
rather than cultural, an opportunity not offered to Hari’s brown body. This
choice further allows him to see class as a question of economic capital alone
(i.e., his access to material resources) rather than involving cultural and social
capital, which helps explain his mixed analysis of class in reference to his own
schooling and his students.
Much like Hari, he sees himself as out of the norm. For Hari, his language
created the contradiction: speaking SAE without a detectable accent
prevented him from aligning with other Indians, as that signified his classed
experiences and privileges. For Brian, having parents from two classes who
then divorce made his class experience continually contradictory when he was
young. Brian states that he “cannot align... with one without betraying some
part of the other” and therefore he “can’t fully be either,” creating an alternate
space for himself that he deems “classless.” However, there are moments
when he does align himself on one side or the other by creating binaries in
social spaces. In other words, rather than seeing social spaces as not asking
for a specific classed subjectivity, his insistence on maintaining a classless
position is what impels him to see his classed choices as binary. He rejects
class at the same time that he depicts many of his choices in academic social
spaces as between students who work and students of privilege. Brian’s
classlessness, in this way, seems to be a way of evading the impact of the
social space on him (rather than others) in that Brian’s current and past
economic situation aligns him with working class sensibilities, while middle-
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class privilege influences how he interacts with those sensibilities. As a white
male, the social norms and social space of academia accord him privilege, yet
this privilege collides with his economic anxieties (as a single father), and the
economic situation that he has seen his father experience. Brian’s class
anxiety and confusion where he simultaneously has and doesn’t have cultural,
social, and economic capital impact his understanding of himself and of others.
Brian, for example, easily aligns himself with academic expectations
regarding language use and ways of arguing. In fact, he illustrates how he
learned both how to argue and an attitude toward language correctness in the
home. We can see how that would accord well with many academic
expectations about language. The fact that he can easily accept these
standards and perform them is unremarkable for Brian, a way in which he
easily knows “how-to-be” in academic social spaces. He states,
I’m about to go through probably a semester’s worth of my own class
discussions from the other side (student side) at Christmas dinner.
That’s just the way it always works, ‘cause somebody – like Carl
(pseudonym). He’s my uncle. He’ll say something about how much
better it is to teach Latin forms of grammar in order to correct people’s
English, and then I will just start cursing at him and telling him he’s
wrong for this and this and this and that reason.
And but neither of us – he doesn’t get insulted by that, and when they
tell me – I learned when my 20-year-old – after I started at UConn and
my 20-year-old cousin, Tim (pseudonym), laughed at me when I asked
what antecedent meant because one of my teachers had given me
back a paper saying that I used the word ‘this’ a lot without
antecedence. I got very pissed off at that moment. But that was the
last time I ever got pissed off about something like that ‘cause I decided
everyone knows something different, anyway, so getting shot down
doesn’t really matter all that much ‘cause there’s definitely something
that you could shoot somebody else down on if it became that kind of
situation. So this is a lot of how I operate as a person, not just as a
teacher. (Brian, Interview)
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We can see a certain point of arguing. His language practices and knowledge
do not come into question due to his whiteness and class privilege. He
understands that not everyone “knows” the same things and in the same way,
including him, but this potential class consciousness doesn’t sway his
understanding of himself. This mode of talking/arguing/being is how he sees
himself at home and at school. There isn’t much of a change that he feels he
needs to undertake. In other words, the transition from home to school for him
is not much of a transition at all. Sarah Ahmed notes that this transition is
seamless: “To be comfortable is to be so at ease with one’s environment that it
is hard to distinguish where one’s body ends and the world begins. One fits,
and by fitting, the surfaces of bodies disappear from view. The disappearance
of the surface is instructive: in feelings of comfort, bodies extend into spaces,
and spaces extend into bodies. The sinking feeling involves a seamless space,
or a space where you can’t see the ‘stitches’ between bodies” (Ahmed, Culture
of Politics, 148).
Brian acknowledges how easily parts of his background fit with academic
social spaces by his own analysis of the raced and gendered nature of these
spaces. At one point in the interview where we discuss a journal entry of his
description of himself as “not a warm touchy feely teacher” (Brian, Interview)
where he states, “I try to present myself as a master of the knowledge that I
possess. And, at the same time, I love to make up ridiculous bullshit stories
just to see what happens” (Brian, Interview), he notes that this is a
performance that not many can do. He states,
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I would say it would be much more difficult for a woman to get away
with this than a male. But if I said like I thought about it, ‘Oh, I’m a
male. I’m gonna behave this way,’ I think that’s not how it works. But
I’ve thought about it before ‘cause I know that female friends that I’ve
had struggle in ways that I never have – I think I slipped into this being
able to do this very comfortably, and it is probably very, yeah, male and
white because it’s like I can perform the expectation of ivory tower
intellectual, and then, because I’m male and white, I suppose that
means I have the right to step back and ridicule it or make fun of at the
same time without it actually threatening my status in that ivory tower,
absolutely.
And I would never apologize for being able to get rid of that, because
my options are to do that, to position myself as being completely
outside the ivory tower shouting up. I could be outside the ivory tower
shouting up about how bad it is. I could be in the ivory tower trying to
make everyone’s life miserable at the bottom. Instead, I’m in there and
I kind of ridicule it in an effort to bring other people to some kind of
consciousness.
I’m not gonna say that a woman could not do that. I just think it comes
much more naturally to me probably because I’m white and male, and
probably even more so because of the upper middle-class background I
get from my mother’s family, ‘cause I don’t think any white male could
do that, either. And I think it’s just like the combination of forces that
went into creating me. (Brian, Interview)
Brian sees that the combination of dominant subject positions of race, gender
and class allows him to feel at ease. In other words he feels less discomfort
and for that his emotions are less disciplined than the others he names:
women, working-class white men, and, by implication (given he names
whiteness), people of color. Brian’s class background gives him a complex
understanding and attitude toward academia. He acknowledges the economic
function of schooling but he also doesn’t want to align himself with economic
concerns, instead aligning with more traditional, elitist understandings of
school (that he also, at times, rejects). His family members have gone to good
schools, one female cousin “knows Russian, is brilliant, and is a secretary.”
Yet, he also rejects and sees as a problem such views that seek economic
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gain alone, as is evident with his comment about his male cousin who makes
“80,000 a year ripping people off.” For Brian, “they are failures because they
never learn how to work. They never learn how to get jobs.” For him, if you
can’t get a job, you are a failure. The inability to get a job that fits your potential
means that the person has failed. Furthermore, the kinds of jobs that his
cousins have seem to him questionable and bad. He sees them all as failures.
However, teaching in higher education is ethically, morally good and smart.
His understanding of what constitutes a “good job” may show the ways in
which Brian understands cultural and economic capital. Brian sees himself as
having a choice about how he acts and the emotions he can express. And
those emotions, for Brian, revolve mainly around anger. Brian’s anger and
performance accord him, he believes, a specifically critical view of academia.
He sees himself as savvier than others because he understands how to
navigate and negotiate academia. In doing so, he understands schooling as
providing social mobility. It is providing economic gains - or at least it should.
For Brian, universities and middle class and upper class folks don’t seem to
understand the importance of navigating academia or navigating the job
market. That anger motivates much of Brian’s relationship to academia and it
indicates, as he points out above, a kind of class privilege. As Sheri Steinberg
notes, “Anger is authorized only for those subjects already deemed rational,
subjects who can presumable discipline emotion with reason” (44). Brian can
“yell” and still be part of the academy without fear of seeming threatening, not
fitting in, and of not being part of the space. He said, “I would never apologize
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for not being able to get rid of that [his status that comes with white male
upper-middle class], because my options are to do that. I’m in there and I kind
of ridicule it [ivory tower] in an effort to bring other people to some kind of
consciousness” (Brian, Interview). Anger is both felt and a kind of performance
for Brian, which, Steinberg notes, is a kind of privilege associated only with
certain bodies and subjects: “Emotion, then, is deemed acceptable when a
‘rational’ subject deploys it as a tool rather than when a speaker or writer
presumably feels it” (44). We see this with how he discusses how he argues
with Carl at the dinner table. Also, this can be seen when Brian discusses his
family’s education and job ethics and how his anger (the feeling of it) presents
itself because it is his family –it’s personal and legitimate. However, he also
states that it is not “emotional” but “sensible.”
The reason I see Brian as classful is because he takes both positions while
eschewing both positions at the same time. He seems to seek elitist
understandings of education as betterment (rather than economic) but at the
same time, he is critical of elitism. For example, when he is at family
gatherings, he moves into a position of having to rebuke what family members
say, because of their elitist understandings of, in this case, language. As we
saw earlier, Carl says that knowing Latin is important to speaking English
correctly, and Brian tells Carl that he is wrong. What is happening here is that
he positions himself in opposition to elite understandings of class. But his
opposition is based on his greater knowledge achieved through schooling. On
one hand, he opposes the cultural capital of language but he does so through
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the cultural capital of academic knowledge. He both identifies and disidentifies
with a certain class position in the same moment.
Brian’s unique manipulation of social space through this classless/classful
tension demands that we pay attention to how class and race allow Brian to fit
into spaces (Ahmed). Brian says that he does not align himself with one class
or the other - he seeks and sees himself in an alternate space. However, what
is evident is that Brian does align himself in the space as he is the space and
the space is him. Compared to Hari, there are fewer questions of how-to-be
for Brian in the social space of academia because he understands the social
space to be his. He owns the academic space; he perceives it to be his.
Therefore, he perceives his affect to be acceptable, respectable and objective.
His body in the social space of the academy can intimate less affective work
because his body as a white male connotes norms in that space. In other
words the circulation of emotion in terms of how his body signifies does not
“stick” to him as it does to Hari. Therefore, Brian does not feel difference nor
does he see his performance of anger as emotion. It would seem that his class
confusion and anxiety would allow different perspectives, but instead, Brian is
divided and does create borders in terms of class. His own understanding of
class is too static for such border-crossing. In other words, it is his rigid
understanding of class that produces these divisions. He sees the divisions in
others but not in how he aligns himself in different social spaces.
He understands his experiences as classless; however, that translates into
him seeing himself outside of the boundaries of class, because he sees
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himself straddling two economic and cultural realities. His straddling the two
gives him a sense of an insider/outsider perspective. He calls himself classless
as a way to avoid aligning himself with a static notion of class because when it
is static, he feels any choice is a betrayal of his class positions. It’s easier to
see himself as above it all, as classless, than to live within the contradictory
space of his multiple class identifications. With Brian’s need to see himself as
“above” class comes an awareness of class anxiety. Brian feels the financial
pressures and ideological pressures to be a middle-class white male. He is a
divorcee, he has a child, and he doesn’t make much money as he is a
graduate student. He says, “Tuesday, I felt really bad… Part of what I have
been going through personally is the feeling that I’m like a walking wallet. All I
am is my job and the money said job pays me. I would wager that 90% of
conversations with family and loved ones are about money. So maybe the
absence of work is like the absence of self for me” (Brian, Journal Entry). In a
sense, he seems himself as being in a different (and more critical) space than
many other people because of his classlessness.
I believe, however, that we can read his claim of classlessness as a
product of the emotional labor that comes with the straddling of economic and
cultural capital that produces the class anxiety he refers to throughout his
interviews. At certain points he recognizes that he is middle class due to his
cultural capital and at other points to his disappointment of where he is with
regards to money. He says, “I’ve had to pay for my daughter and my education
all these years. I feel behind. I can’t compete” (Brian, Journal Entry). Some of
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his anxieties center around providing for his daughter and getting a job. He
says he feels a sense of betrayal in aligning with one class or the other but, to
me, where and how he aligns himself shows how he is classful in that he calls
on aspects of different forms of capital, depending on the social space, in
order to perform a class identity. This becomes evident in Brian’s
understanding of himself as a teacher and person and also his understanding
of community college students and UMass students. It is Brian’s classfulness
that limits his choices and understanding as it relates to the social space of
academia, by creating binaries and essentializing bodies depending on the
space.

Encountering Social Structures, Enacting Confrontational
Empathy
The above discussion about identity for both participants speaks to how
conflated middle-class norms are with whiteness. Most illuminating, for my
purpose, is how this connection permeates Hari and Brian’s understanding of
the kinds of choices that they see available to them, and their impact on “howto-be” within the social spaces of academia, particularly their teaching. The
teacherly positions that Hari and Brian take speak to, and interact with, the
ways that social space is a site where “different kinds of capital…are weapons,
and command the representations of the space and the position-takings in the
struggles to conserve or transform it” (Bourdieu, Practical Reason, 12). In
other words, class performance and class identity are predicated on the ways
the bodies in social spaces bespeak the different forms of capital and how they
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are understood and enacted. Affect is another form of capital that is
distributed in the space and can command the representation of the space.
Both Hari and Brian, that is, relate to students differently in ways that I see as
directly related to their class histories and how they position them in academic
social space. This positioning reveals itself primarily in the affective
exchanges they initiate in the classroom. What is interesting to note are the
forms of empathy that Hari and Brian enact and how they speak to the ways
that class identity is negotiated. Empathy, as Carolyn Pedwell points out in a
postcolonial context, is never simply an emotion. Instead she explains through
her term “confrontational empathy” that,
[L]ooking at different models of empathy is insightful because of its
ability to expose the limitations and risks of liberal, Euro-American
narratives of empathy, as well as the significance of historical, social
and geo-political positionality to the meanings and implications of affect.
(20)
Empathy involves social relations, and as such, it involves power relations
orchestrated through emotional attachments and understandings. Pedwell’s
analysis contends that “empathy is never one thing; rather affect is shaped by
the locations and conditions in which it is produced and felt, but it travels an
unpredictable path, transforming as it touches and implicates different
subjects, objects and affective states”(20). Pedwell’s thoughts on
understanding empathy as having various forms is useful. It is especially
important in understanding Hari and Brian, given Hari’s background and
immigrant itinerary, and Brian’s father’s class background and experience as a
poor immigrant.
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Specifically, we can see how class influences the two men’s performance
of empathy with their students not as the conventional dictate to “feel for the
other,” but a form of the “confrontational empathy” that Pedwell develops to
understand postcolonial contexts. Although Brian and Hari are not empathetic
in their attempts to feel like their students, they do feel for them by presenting
and confronting power relations in order to understand the power relations that
keep their students from fully connecting to others. In this way, empathy can
offer “clues to the affective workings of power” (Pedwell, 20). This kind of
empathy is not done by taking a lesser position but rather by seeking to alter
power relations. Hari does this by placing the students in his class in a
position that alters how his students see the other. Brian does it by performing
anger in a way that allows students to gain power in his class by questioning
his power. Both “confront” students to create more equal footing, a
confrontation that makes empathy (understanding the other and feeling with
the other) possible. A nuanced understanding of empathy, specifically
confrontational empathy, is not imagining being in the other’s shoes but rather,
and perhaps necessarily for Hari, coming from a “place from which to voice
anger, rage and bitterness that is not easily healed or redirected”(Pedwell, 21).
Hari, as postcolonial subject, need not feel empathy for his students, but he
can enact empathy by helping them understand him as a subject. Brian,
although not a “postcolonial other,” performs anger but this is not done to gain
authority but as a way to alter power relations, and raise consciousness. He
sees this as a form of giving and caring. In a sense, he has empathy toward
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his students by way of wanting to give them power and authority to defy him.
In this way, empathy is not about being empathetic as it is understood in
the traditional Western sense. It is about being heard and seen differently.
Hari and Brian perform alternative empathies, making the spectrum of how we
define/understand empathy important, in order to alter power relations in the
space. In doing so, the students gain an awareness they might not have had
otherwise.

Hari: Encountering Social Structures, Enacting Empathy
The different kinds of capital in the social space that Hari takes on show
how class gets done. In the below comments, Hari discusses a Basic Writing
(BW) student whom he invites to his freshman writing class to talk with and be
interviewed by him and his class. This BW student’s essay was published in a
Writing Program anthology (an annual publication). Hari gives an account of a
classroom moment where he and another student from China are two
transnational people who discuss writing and language in front of a majority of
white students. Hari as the instructor notes the ways in which he feels
boundaries between him and the BW student and the boundaries among the
BW student, Hari and the class. Hari hopes that the student can be the
mediator of the boundaries he sees present. He says,
Not sure how much of an impact this interview had on my students.
More so than the actual content of the interview, what I'm hoping sticks
with them [the students] is the ways (BW Student) comported himself
and the ways I positioned him in our classroom. I'm hoping they see
him not as some exotic foreigner who struggles with English, but as
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someone who is much savvier with their own everyday language
choices than they are….
In some ways, though, I wonder if that's more a factor of my own chip
on my shoulder. I wonder if deep down I too feel judged about my
language use by mostly white, mostly middle class Americans. I've
written before about how intensely I despise the occasional comment I
get from people on how my English is so good. And I've written before
about how and why I claim English as my first language---and why I'm
annoyed when people are surprised about my English proficiency. (BW
student’s) visit placed me in between two worlds: one where I'm
claiming a right to have an unquestionable proficiency in English, and
one where I'm familiar with the experiences of being a non-native
English speaker. In some ways I felt like I was under pressure to claim
solidarity with (BW student), but I felt that doing so would erase a big
difference between (BW student’s) experience and mine: unlike (BW
student), I was forced to learn English from a very young age, …so in
many ways I feel like I'm doing something strange in an American
college classroom with an audience of mostly white middle-class
American students, teaching them what many perceive to be their own
language. Somewhere buried in me is a fear that they will somehow see
me as unqualified to do so because of my immigrant itinerary.
(Hari, Interview)
This harkens back to the kind of identity he is trying to build which is not Indian
but not white, either. In a university that is mostly white, Hari notes, and fears,
that his body and immigrant itinerary will trump his access and privilege of
middle-class white English. The BW student becomes someone he can mesh
with as a way to provide students in his class with a different perception and
affective relationship of race and nation through a classed language. He
hopes that his students see the BW student as someone whom he has
positioned and that the university has sanctioned as a “good writer” because
the BW student was in the anthology. Hari treats him as an author, even giving
him money for his visit to the class. Hari performs the rituals (paying the
student-author) and placing him in a position that allows the class to see the
legitimacy of the student and, by extension, him. Hari notes that the student
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author struggles with English but his legitimacy by the university is what Hari
hopes students in his class recognize as he is the one whose essay has been
accepted as “good.” In this way, Hari legitimizes himself and the students
through language as capital.
Yet, Hari’s reflection on this moment allows him to recognize his feelings
and how those feelings might have informed how he is positioning all the
social actors involved. He sees it as a chip on his shoulder but I see this as a
form of confrontational empathy because of how his body signifies in the
space: a result of the social norms that the body must transgress as he
suggests with the “chip on his shoulder” comment. White bodies by virtue of
being white claim English as their own. He recognizes that many of the
students, who may or may not be from the middle-class, because of their white
privilege get to claim a language that he and the BW student have a better
grasp of. The kind of “savviness” in language that Hari possesses reveals how
cultural capital works on the subjects’ affectivity. Hari is conscious of
positioning his student as “someone who is much savvier with their (other
students’—mainly middle-class white students’) own everyday language
choices than they [the students] are.” He has imagined and constructed all
students in a way where being savvier with language choice is power, due to
“feel[ing] judged about my language use by mostly white mostly middle-class
Americans.” His need to position himself and the BW student in this way
speaks to a form of empathy because he says, “what I’m hoping sticks with
them [the students] is the ways BW student comported himself and the ways I
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positioned him in our classroom.” He hopes that by the sanctioning of the
university and of the instructor, that students recognize and understand what
SAE language writing is granted to [whom it’s granted to?]. It shows that
written language choice and savviness adhere to middle-class white norms. It
shows how an alternate empathy, confrontational empathy, fear, anger, and
judgement are motivating factors to perform language savviness in this
academic space, “which compels us to consider the ways in which emotions
‘coalesce around and within certain places’ [Bondi et al., 2007:3] and…are
(re)produced, in part, through the circulation of affect” (Pedwell, 23). Hari’s
attempts to transgress the space show how class gets done, in that the
difference (language use) is what is looked at and used to perform and
position himself and others in that space.
What is also important to note is how affect is distributed, exchanged and
understood in terms of a global marketplace, in that Hari’s middle-class identity
and his class performance are informed by his class and racial status, which
are never separated from emotion. Hari fears his students might see him as
unqualified due to his immigrant itinerary but we also have to wonder if his
brown body influences how this fear comes to be. He reveals how affect
comes into play when he talks about a chip on his shoulder, his fear and
anxiety. Academic social space calls up his understanding of self as
illegitimate or inadequate. Even though Hari is made to feel different due to
race, he is made to feel “savvier” because of his privileged upbringing, of his
class. When these two feelings come together, he has to figure out “how-to-
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be,” in that he has to negotiate the feelings. Therefore, Hari’s class identity and
class performance work simultaneously here. His class identity
(anxiety/linguistic mobility) and performance (savviness/privilege) are working
simultaneously and his class identity collides and coincides with the space in
that the cultural capital of standard English which he possesses is used to
perform and position his students in direct opposition to him and the BW
student. Hari uses confrontational empathy toward his students. He
“confronts” his students by presenting them with a way to question their own
language facility and recognize its ties to whiteness, but he does not do so to
strip them of privilege, but rather to create a better sense of how power works.
In so doing, the power relations among Hari, the basic writer, and his students
can change. Power relations are altered similar to the way more conventional
empathy allows one to see another differently.
It is through emotion that Hari begins to see a connection with how he is
positioning all actors involved. It is due to the space that circulates
understandings and notions of “what is English” and “who is American” that he
negotiates. The dominant discourse is what he knows he possesses.
However, because colonialism and Americanism are white bodied, he notes
that his ability to attain whiteness is limited and therefore, anxiety, fear and
anger are part of his need to negotiate the space and his pedagogy. Part of
that pedagogy is to enact a form of empathy. Hari’s racialized body is unable
to “sink” into the norms and whiteness of academic space and the ideals that
are present in the space. Confrontational empathy as a form of class affect
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circulates and is understood through language practices in academia. It is part
of the discursive and affective components where boundaries are produced,
enacted and embodied.
As a result, Hari positions the BW student in a way so that the white
students do not see the BW student, and, by extension, him, as “some exotic
foreigner,” and the way that occurs is through claiming a facility in language –
the language of power, middle-class standard edited English. This
understanding of standard American English (spoken and written) is part of
Hari’s identity and one that he feels he cannot move away from. After all, it is
this accent that separates him from other Indian students who did not have the
access and the privilege that he had and is by all rights his as it is white
Americans’. However due to how his body signifies, it is not enough in a
classroom with predominantly white American students. Therefore, his class
identity and class position work simultaneously in that he notes how his
language savviness trumps his students’ and, therefore, he recognizes his
cultural capital. Yet he positions the BW student in the class as a way to
counter the “chip on his shoulder.” Hari has come to understand through
experience that brown bodies in such a space don’t allow him to sink into the
social norms, yet due to his privileged upbringing there are components of
class that he brings to the space.
This feeling that is part of the material, symbolic and historical is how affect
circulates and becomes embodied. This is how boundaries are presented. It is
through the affective work that is found in symbolic and material moments,
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which language and bodies are part of. To some, Hari’s reaction may seem to
be confrontational and, therefore, problematic. I, however, see this in terms of
the ways affect circulates and as a more nuanced sense of empathy that is
reproduced. The space is a place where capital is used as a weapon to
legitimize one’s own position in the classroom. This is a political act that
cannot be separated from the personal. Furthermore, we can note how
emotion circulates and how it is enacted not as a predictable moment based
on classed identities, but rather as classed identities complicated because of
the space. “Confrontational empathy” is a result of understanding the role of
affective relations in social space being used as a form of capital. As Ahmed
states,
[E]motions play a crucial role in the ‘surfacing’ of individual and
collective bodies through the way in which emotions circulate between
bodies and signs. Such an argument clearly challenges any assumption
that emotions are a private matter, that they simply belong to
individuals, or even that they come from within and then move outward
toward others. It suggests that emotions are not simply ‘within’ or
‘without’ but that they create the very effect of the surfaces or
boundaries of bodies and worlds. (Ahmed, Affective Economies, 2)
Hari notes that perhaps it is the chip on his shoulder, a result of affect, that
creates these boundaries. However, class through language is a way of
leveraging some power in a space that doesn’t grant him that power.

Brian: Anger and Empathy Performed and Felt
Brian sees himself as classless, and in doing so, he sees himself outside of
class as he is not aligned completely with the working-class student, nor with
the middle-class student. He creates these static class positions, and he
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doesn’t fit in either one. His understanding of class as money (economic
capital) combined with elite knowledge (cultural capital) and tastes/lifestyles
(social capital) leads him to think in binary ways about class. He has the
social capital (from his mother), is seeking cultural capital (from the Ph.D.), but
doesn’t have economic capital. Thus, he does not fit any category. This
categorical understanding that allows him to be classless, however, creates a
perspective whereby he places others into categories. As a result, he brings
this sense to the institutions in which he works and labels his students as
firmly aligned with one of his static categories, on either one side of class or
the other. He sees UMass students having more social capital and, as a result,
can’t understand why they are not more invested in keeping the social capital
or in seeking more economic capital. As a result, he finds himself frustrated
with them. With community college students, he tries to bring them privilege
that they lack, since community college students lack economic and social
capital. He sees them as hard-working and looking for social mobility. He
doesn’t see his students in more nuanced ways because of the institutional
context.
Such understandings of himself as “classless” also lead him to believe he
can “uncover” the biases of social and cultural capital for these students. He
continually discusses using anger as a performance to wield power and
knowledge. His discussion of his family and what he sees as emotional vs.
what is sensible (logical) is captured in his discussion of his students, also.
Emotion and sense or logic do not interact for Brian, as he explains it. Brian
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believes in the ability to use emotion/anger, specifically to raise consciousness
and to do critical work. Anger is not a threatening emotion for him because he
believes his body allows him to be angry in academia, or as he calls it, “the
Ivory Tower.” As a white professional male, he believes he can perform anger
without appearing threatening. Anger in Brian’s view is not emotional but
sensible as we see when he discusses his family and how they are navigating
their work lives. Anger as argument is for him a performance, and not about
him/not personal. In the classroom, he sees his anger as a way to teach
consciousness and he sees anger as doing critical work. (Whether or not
students experience it in this way is a fascinating question, but beyond the
scope of this research.)
At one point I asked Brian to discuss how he saw UMass students and
community college students. He believes his teaching with community college
students is more effective because he sees their experiences as being similar
to his. He says he “is more effective with the community college people ‘cause
the credibility is based on shared experience as where like I can imagine”
(Brian, Interview). Brian aligns himself with the community college students
because of the experience of working and going to a community college. In
other words, money and time were not luxuries for him and for community
college students. He also notes the kind of resilience and dedication that
students at community colleges must have in order to make it through. Brian
exhibits a sense of solidarity and empathy for the community college students
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as they work and attend college. Brian sees attending community college as
students lacking privilege.
UMass students have privilege, as students living on campus with lots of
time. UMass students having time is a luxury, as Brian notes,
[W]hat, they go to classes for what, three-four hours a day and then
they spend the rest of their time, I don't know. I can't imagine, but I
assume that if I knew what it was, I would turn my nose up at it and -yeah, I can't really--what the hell do they do? These freaking Occupy
Wall Street people. To me, it's a joke. It's an absolute joke, ‘Oh, let's go
camp out at university. Come on. Really, it's so--I don't know.’
(Brian, Interview)
In a sense, Brian articulates the kinds of divisions that are structurally
apparent. His experience as a community college student who has and
continues to have to work and hustle is what aligns him with community
college students. Students with time means luxury and he feels that even if he
“knew what it was” (having that kind of time and lifestyle) he “would turn [his]
nose at it.” He equates them to the “freaking Occupy Wall Street people,” a
white middle class way of being, and activism for its own sake, but even here,
there is a contradiction in Brian’s reaction to these students. He notes that “I
am probably more middle class than them [UMass students],” in that he most
likely has more social capital than the UMass students, placing them between
the community college students and ivy leaguers. UMass students are not
struggling and they are not fully privileged ivy leaguers, either.
Brian cannot empathize with the UMass students because they (to him)
seem unaware of the importance of schooling, and the university doesn’t teach
them what they should know, something that ivy leagues are just granted
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through the very transmission of culture, which also frustrates him. He says
about the UMass students,
Brian: Because they're here. There's a special privilege to be in a
college. Sure, everyone in our country goes to college right now, but
that doesn't make it any less of an important privilege. People should
have to go through the very same things at any university that they
would have to go through at Yale or Harvard a 100 years ago because
not going through those things, not studying all those different
languages, being able to make up your own degree [reference to BDIC],
that just undervalues the whole thing for all of us.
Anna Rita: Mh-hmmm. Now, where does that place your community
college students?
Brian: Well, but I would say that they [community college] learn more,
even if they have lesser teachers than UMass has, like me. (Laughs)
Even though they have less time to study, my point that I think that
doing a job in the real world is a form of study, and that it makes what
you learn in your classes learned more soundly, securely. You have to
be absolutely attentive to what you're doing in order to make it thorough
while you're working. (Brian, Interview)
Brian sees himself as teaching a liberal arts agenda/curriculum and applying
“old world” notions of what an education is. Yet, he realizes that this is not the
reality for community college students, and that “real world is a form of study.”
However, there seems to be a disconnect as to what the “standards” of an elite
college is for UMass students. He creates a class division, much as he did for
his own class identity. Students at community college are “absolutely attentive
to what you’re doing in order to make it through while working.” But, there is a
notion of community college students as vocational. For UMass students, he
sees their curriculum as not adhering to traditional forms of “learning.” He is
creating divisions because he aligns and empathizes with community college
students as workers who want to learn for social mobility. In a sense, UMass
students are the middle of nowhere. They are not the vocational students, who
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have a purpose, and they are not the elite. Yet he notes that none of them (his
elite family and UMass students) know how to get a job, which he attributes to
a failed system on the university’s part and a flawed character.
What I see here are the tensions of multiple class positions that Brian
embodies and class positions that he reinforces. Brian’s affective relationship
and affective attachments around class create boundaries. Brian’s economic
and cultural capital clash when he discusses students. He states,
I have to constantly remind myself that, yeah, they're [UMass students]
actual real people who are trying to work. But the thing is, I have to
forcefully remind myself of that. That’s what I mean there (referring to a
comment from journal entry). That’s why it’s important. So I relate to
them differently, and I feel like with them, …like be extremely
demanding and untouchable, with the exception of the UMass student
who pursues me beyond what’s required of them, somebody who
comes to my office like Raphael has been. That person will get the
community college version of me for sure. But beyond that, as like a
general public persona, I’m like the scary teacher who you better not
disappoint. (Brian, Interview)
For Brian, UMass students see the “scary teacher” who is demanding and
untouchable because the luxury that they have as students who go to class
and do nothing else is not what he can relate to. Also, they are undervaluing a
system for “all of us” when they see school as a place to “express”
themselves. The scary teacher is Brian’s understanding of what is required in
the space. He is not trying to be a bad scary teacher but rather a teacher who
he believes can push students to perform better.
The class contradictions he occupies because of his multiple class
positions help produce the conflicting emotions and anxiety that, in turn, help
produce his inability to empathize with the students. Brian performs anger
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because he is trying to make students think independently. This is a form of
pedagogy and it shows he cares for his students, even if seen as problematic.
His approach to learning and his investments in ways of learning, performing
anger in order to get students to think critically, may or may not be the best
approach, but it is his attempt to engage his students in a critical debate. This
functions as a form of confrontational empathy because of his attempts to shift
power as a way for students and professors to identify with one another.
Brian’s persona as a teacher may be different depending on the institution but
his tactic of argumentation or arguing is not different or used to disrespect
students. Furthermore, he understands that he relates differently with students
in community college from students at UMass but he does work, specifically
for the UMass students where he forces himself to try to understand them and
see them as real people. Brian creates a form of empathy that he sees as
helpful for students, regardless of institution.
Shooting down as a way to reach critical thought is not a mode of anger or
disrespect for Brian, but rather a way of arguing to raise consciousness.
Arguing by students is more important than him being "shot down" because
arguing is about critical thinking. He states,
But the point is you want them not to know a little piece of what you
know so that they can take one step towards becoming like you, but
rather to have an entirely different container of their own. And the only
way to do that is for them to find a way to meet you on level ground.
The way to create that is to get them to fight back. I know more than
they do about certain things at this point, and what I know most
especially that they don't know is I know how to use that in order to
navigate the academy and navigate the job market. If I can get them to
a point where they can identify the way that I’m doing that and then
shoot me down, like when I make something--I think one example of
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this is a class discussion where I claimed the Spanish were ultimately
responsible for the Nazi movement. I was just--I wasn't making it up but
I was analyzing the history of anti-Semitism in this specific way, and the
ideas I was trying to get them to say, "No, that's crazy," and that's
because it involved the same amount of critical thinking it takes for me
to do that analysis. It takes the same thing to shoot it down, and that's
what I'm doing. So it has nothing to do with me. It's like if they're able to
shoot that down then I've actually succeeded in my goal. So it's actually
not being shot down. It's being successful. (Brian, Interview)
Brian “performs” anger by trying to incite his students to, as he says
elsewhere, “defy me.” Given that he sees his own “classlessness” as tied to
being able to argue without an emotional investment (as we saw with his
cousin Carl), Brian does not see this performance as off-putting; rather, for
him, it’s a means of creating a relationship where his students will be able to
think more critically and where they are meeting him on level ground. This is
his attempt at shifting power and thereby producing empathy for students.
While such statements can seem representative of overly emotional teaching,
Brian sees them as the complete opposite - as an absence of emotion leading
to logical thought. I would call his pedagogical approach a form of
confrontational empathy, albeit a different one than Hari employs. Brian has
the privilege of being able to deploy anger as a pedagogical tool, something
that Hari as a brown man can’t do because of how his body signifies. Anger
from Hari would be read much, much differently by his students.
Brian cares for his students and attempts to teach critical thinking and
engage his students because he does care and wants to be a good teacher.
He realizes he can’t relate to the UMass students but he sees students’
defiance as a way to get them to think logically. He does not see it as a threat
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to his authority, which Hari does because of the way that his body signifies. He
sees this kind of defiance as a way to articulate a point, logically. He takes his
role as a teacher seriously, and although he needs to remind himself “that,
yeah, they're [UMass students], actual real people who are trying to work,” he
does make attempts to reach them.

Conclusion
What we see with both Hari and Brian is how affect circulates and
creates boundaries and the kinds of choices one sees available. Hari is more
aware of his choices. He does try to have students understand another
perspective all the while negotiating his own feelings that come about in this
space, so we see him being reflective and critical. Unlike Hari, Brian’s
whiteness allows his choices and navigation in academia to work differently
because he, as a white middle-class male, is not under threat in the academic
space. If we understand academia as a space where class happens, then we
can note that the doing of emotion as capital is in the circulation and regulation
of emotion in the cultural practices of academic space and in the teacher body.
As Michel Foucault argued, subjectivity can be achieved only through
passivity.74 We are subjected by and through emotions—the fact that they
‘overcome’ us and are outside our control is the embodied effect of our ties
to other people, as well as to social conventions, to values, to
language. Emotions do not pit their agency and autonomy against ours;
they emerge from the very fact that subjectivity and autonomy are always
bounded by the conditions of their existence, by the fundamental sociability
of the human body and self. (Scheer, 207)
One of those emotions, for teachers in general but in composition in particular
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where we seek to create collaborative environments, is performing empathy to
construct particular social relations with our students. What this analysis
reveals is that empathy, as we understand it, is not a singular form and, for
some, is not as much of a choice as some theorists have proposed. For
example, Lindquist states that there are two ways for teachers to perform
strategic empathy: surface acting - “You remain in control of your emotions by
consciously structuring the impressions you produce” (197), and deep acting “You relinquish the possibility of emotional control” (197). Either of those acts
are ways, she says, that can get students to better understand their affective
responses to their class not only in the micro sense (the personal), but also in
the macro sense (institutional practices). Given how Hari and Brian’s ability to
empathize in this way is impossible given their class relationships, Lindquist
seems to me to be on shaky ground when talking about strategic empathy as if
that is something easily done. Her argument ignores how social structures
and past class, race, family, ethnic, and other relationships come with us into
the classroom. Her focus is on performing empathy instead of looking at how
affect is performed and that perhaps there is no need for surface acting
because the visceral responses are already present. It is the visceral that
needs to be analyzed as a way to see how responses are attached to beliefs.
Lindquist sets up a binary in how we understand empathy and how it can be
deployed. Furthermore, her expectations that teachers have such control in
order to get students to better understand their affective responses dismisses
the need for teachers to better understand their affective responses and how
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they are tied to class and social space. Lindquist comments that teachers’
unwillingness to use strategies of empathy is because of class privilege
(“Class Affect and Class Affectations,” 207). I disagree. It is because of rigid
notions of class and rigid notions of affect, in this case empathy, that we fail to
understand the nuances of class and empathy. We need to better understand
the politics of affect and the full spectrum of affect and how it is informed by
class and other factors. Being ethical for Lindquist is persuading students on
an affective level without the teacher being affected. Rather, here we see
empathy as being as much (if not more) a class performance of the teacher
affected by their histories, as we see with Brian. In “Affective Economies,”
Sarah Ahmed says that
[E]motions do things and they align individuals with communities or
bodily space with social space-throughout the very intensity of their
attachments. …My economic model of emotions suggests that while
emotions do not positively reside in a subject or figure they still work to
bind subjects together. Indeed to put it more strongly, the non
residence of emotions is what makes them ‘binding.’(119)
Brian presents an interesting case in this regard. He is performing anger in
order to have students defy him as that is a way toward critical thought and
defending a position. For him, this is an empathetic move as it’s treating the
students as adults, forcing them into a real world way to navigate. This
classed assumption about empathy and student relations is most clear when
looking at how Brian sees the questions of authority by teachers as juvenile.
And as he states, it seems that they are “teaching students as if they are still in
high school.” He states,

138

It surprises me to, like, how incredibly different and less technical and
less formal I ultimately am than the other teachers in the [UMass]
program, which is interesting because I say that I’m intentionally more
formal here and, yet, like, the way the other teachers talk about what
they do. God, it sounds like a high school. I would probably drop out
of, uh, you know, with like lists about what to contribute in class
discussion –like, God! It just sounds awful. (Brian, Interview)
The way Brian and Hari bring their past experiences with class, race, and
privilege into the classroom shows us how classed literacies travel in a similar
way to Rebecca Lorimer Leonard’s findings with multilingual writers where she
recognizes how
[t]he lived experiences… show how practices captured at particular
moments in certain places can point backward along the path that has
been traveled and reveal not only how abilities and practices were
developed, but how social structures encountered during travel may
have determined where they have ended up. (33)
To Lorimer Leonard’s point, the classroom practices and pedagogies captured
can point backward to social structures encountered, and to extend her point,
experienced affectively, also. We bring the past—power relations, social
relations, locations, and more—with us to particular social spaces. And with
such traveling and encounters with social structures there is affective work
being done. The choices that Hari and Brian see available to them in the
social space of academia speak to the ways that affect works to bind some
bodies to some spaces in different ways. What we see is the various ways
class positions are taken up depending on the bodies in social space.
However, the circulation of affect and how it binds and creates boundaries
impact how their own bodies and the bodies of others are perceived. These
reactions in these narratives that are situated around academia are
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interconnected as I believe these reactions exhibit a more nuanced
understanding of class performance because of the way affect circulates in the
social space.
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CHAPTER 5
DEPOLITICIZED ACADEMIC SOCIAL SPACE AS CLASSED
PERFORMANCES
In this chapter, I will look at two participants, Paul and Bethanny, and how
they negotiate the academic social space. This observation applies not only to
a teacher’s relation to their students and construction of pedagogy, as we saw
with Hari and Brian, but, also, how the participants perceive teacher identity
itself, in particular how they construct authority in the classroom. Both achieve
their teacher identity and authority by erasing their bodies and depoliticizing
the social space, but do so differently because of their class backgrounds and
gender. As a (self-identified) working-class male, Paul’s teacher performance
is his attempt to exceed his class identity by projecting what he perceives a
professor to be, which is a serious disciplined professor/academic who works
towards a collaborative class. As a result, Paul positions himself as an
authority by depoliticizing the social space. He states that labels and
categories “are more complicated” (Paul, Interview), and therefore, social
factors and identity are often avoided. Paul attempts to avoid social labels in
order to move beyond them. Yet he navigates the social space and performs
the serious disciplined male professor as a way to embody authority. Bethanny
describes herself as a middle-class/upper-class woman. As a middle-class/
upper-class woman, Bethanny already fits that subject position that Paul is
trying to create. In other words, she sinks into the space (Ahmed). She
describes her mother as an “ultra WASP.” Bethanny states that she wants
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students to get something out of her class even if it isn’t fun. She also wishes
to be an inspiring teacher where students “want to do” (Bethanny, Interview).
The moments when she doesn’t sink into the space is when her authority is
questioned, when the students violate what she believes are the norms of the
social space. How one sees oneself as an authority speaks directly to how one
imagines oneself as part of the academic social space, how well one can
imagine oneself as a teacher imbued with the authority of the space, how well
one aligns with what one perceives to be academic norms. In this way, how
one talks about teacher identity or authority can reveal both how a teacher
interprets academic social space and norms, and also how the space reflects
that.
Whiteness is what allows Paul and Bethanny to negotiate class. Because
of their white bodies, both are allowed to depoliticize the space in order to deal
with class mobility and class invisibility. While we might read this through the
lens of whiteness, it is performed differently because of class. Paul performs
his role as serious professor whereas Bethanny’s teacher identity is tied to her
understanding of the academic norms that is often reinforced in the space. In
other words, Paul performs the middle-class professor, while Bethanny is the
middle-class professor. In this chapter I examine Paul and Bethanny’s class
identities by looking at their backgrounds to show their understandings and
reactions to their class background. I then examine how they understand
themselves as teachers and how they enact their authority. In doing so, I
highlight how their affective investments to teacher identities are classed.
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Class affect and class performance of the participants in the social space of
academia become important in understanding the classed nature of academic
literacy.

Moving Beyond Class by Avoiding Class: “My default setting is to
be lazy and procrastinate.” (Paul)
For Paul, like Brian in chapter 4, categories and labels are uncomfortable
for them, which I see as a product of gender, whiteness, and class anxiety,
albeit manifested differently. For Brian his class background allows him to sink,
unquestioningly, into academic space. Whereas for Paul sinking into the
norms of the academy was something to aspire to. In doing so, Paul begins to
invest in the cultural capital that education, both undergraduate and graduate,
will grant him. Brian’s racial and class positioning afford him a certain privilege
in academic social space. Paul does not have a mixed or privileged class
background and therefore rests on whiteness in order to erase class. What
Paul does is look at personal identity and not systemic understandings,
something typically understood within whiteness studies as a move only able
to be occupied by white bodies. As noted by Chubbuck in her article,
“Whiteness Enacted, Whiteness Disrupted: The Complexity of Personal
Congruence,” an analysis of whiteness in two secondary teachers, “The
underlying assumption of the American Dream—that American legal,
economic, and educational institutions operate objectively and that they
equitably reward individual merit—ignores the fact that these systems are
based on White cultural norms, thus privileging and serving the self-interest of
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the dominant White race [Omi & Winant, 1994; Tate, 1997]” (Chubbuck, 304).
Paul states that he tries to “never put someone in a category and let that
category define them whether it’s, ‘This person is white,’ ‘This person is black,’
‘This person is working class,’ ‘This person is middle class.’ Those are
complicating factors, but I think to point to someone and say, ‘You are this way
because of this part of your background’ I think is really harmful, so that’s my
own realization” (Paul, Interview). Paul does not see these categories as
usefu, even in terms of analytical tools. Rejecting categories allows Paul to
see himself as an individual and helps him attempt to erase his body from the
social space by appearing apolitical and objective. Since he sees his class
identity as mobile, Paul embodies a teacher identity that attempts to erase the
body by not labeling the self in order to reinvent the self. In order to
depoliticize academic social space, he first needs to understand himself and
his experiences as individual, and thus apolitical. In looking at the
progressions from “lazy” (his term) to serious student and other markers, we
can get a sense of Paul’s attempts to reposition himself in terms of class
mobility by performing the professional and serious student/teacher. Taking
himself seriously reveals his investment in academia. This progression begins
with distancing himself from his class background and seeing college as
something to aspire to.
Anna Rita: What made you … go to undergrad?
Paul: I think it was almost the same perception I had [as] I mentioned
between undergrad and grad school where I saw this next level, and I
saw it as something, I think, I thought, I would enjoy more and get more
out of, even though I’m lazy. I’m, well, not lazy now, well, I still am but,
um, I was always still very interested in academia, and, I was always
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interested in like, um, in studying history, interested in studying
literature, and, so, I felt like I wasn’t done out of high school, and a lot of
my friends or some of my friends going off and working at a grocery
store or something, and I was, like, well, I mean I could do this and it
didn’t really, didn’t really jive with me I guess so I guess all my life I’ve
kind of known that I wanted to go to college just partially because it’s
not something my parents did and it’s something I’ve always kind of
aspired towards, so in the beginning it was something I did simply
because I thought it was a good idea, but it was also very quickly
something I did because I wanted to, outside of just because I should,
so, yeah. (Paul, Interview)
Paul states that he was always interested in history and literature, yet his
understanding of himself as lazy and not about schooling is important. It is
telling because he notes he has always had an interest in school, yet he
wasn’t the “best student,” as he sees it. He does not attempt to analyze the
school situation and the context of that. Rather, he notes his desire to go to
college. He aspires to go to college partly because his parents didn’t, and his
friends working in a grocery store “didn’t jive with [him].” Here there is a
narrative of the American dream that implies individuality, meritocracy and
social mobility.
Aspiring toward class mobility relies upon negating class identity. Paul
doesn’t like categories and assumptions, yet in describing himself, he states
that as a student he was lazy and a procrastinator. Here we see how Paul
sees his participation in school as a character flaw, as idiosyncratic, and not a
result of class disparities in schooling. Only when he becomes
interested/invested in school does he see himself change and become the
serious student. Self-identifying as lazy and a procrastinator does not take into
account the systems and events but rather personal character flaws. He says,
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Paul: ….what I am thinking of now, like I said a couple of times, my
default setting is to be lazy and procrastinate a lot, and I remember
being a freshman and sleeping through classes only showing up to
classes on the exam day, um, not doing work, and, I think, some of the
people I’ve taught with have always been the really, really good student
and that’s great, but I know what it’s like to not be the best student…..
Anna Rita: Why can you… so you talk about procrastinating and you
talked about being this lazy student. How did you shift? What makes
you shift?
Paul: I have one moment actually when I decided to become an English
major. I went that first semester. I was a peer tutor. I went to a
conference….and we went to the national conference of peer tutors and
writing …and I was on a panel, and we talked about like how being a
peer tutor had, like, changed us as students and my five minutes on the
panel was about how learning to be a peer tutor, I was also learning
how to be a better student because I was, like, slowly realizing that I
wanted to take myself seriously as a student, and, then, I think
presenting at that conference kind of made true what I said, and, at the
conference it’s very meta, and, like, afterwards I was, like, yeah, I really
want to be a serious student now. Like, I really want to take myself
seriously. I really wanted a part of this. I’m not just doing it because I
might as well. [It’s] something I really, really wanted to do, so I think
both the active becoming a peer tutor, presenting at this conference and
then declaring an English major that’s when I said, ‘Okay, I’m gonna
really start working here.’ (Paul, Interview)
He takes himself seriously when he was taken seriously. Being taken seriously
makes him want to take the space seriously. His progression from
procrastinator to serious student allows him to focus on his individuality and
his success. He does not implicate the institution. Rather, he sees it as the
individual changing his way of being, from lazy to serious. Yet he connects
with the “not the good student” because he is “not the best student.” He sees
himself different from other teachers. He states, “I think, some of the people
I’ve taught with have always been the really, really good student.” He notes
difference between him and other teachers. He believes they have always
been the good students. He notes that people often see him as a “successful
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white guy in academia” but that he isn’t like most white guys in academia. He
notes the class distinctions but deviates from any analysis of them. Instead, he
defines himself as many have viewed working class students, as lazy and as
procrastinators, without considering the culture of schooling and the violence
of literacy.
We see the way he separates the individual from systems in his responses
to readings in his own graduate work as well. In his statements about a
discussion of a Julie Lindquist essay from his composition theory class, Paul
makes clear that he wants to understand class as an individual attribute rather
than a systemic one:
Paul: It’s hard for me to talk about readings because what I’m thinking
of now is things that have influenced my awareness of social class has
been dealing with students of various backgrounds, racial and class
backgrounds. Like at [name of urban university]. A lot of my students
taught me a lot about how complicated the issue is. How complicated
anyone’s background is when it comes to influencing how they act or
how they approach the academia, the academy, so the text would be
the text of my students.
Anna Rita: Okay, so how does that... So you feel like that sort of
complicates your understanding of social class or raising up all of these,
like, kind of categories that we kind of place and…
Paul: Yeah I guess what I - the only thing I am trying always conscious
of is always not simplify it as much as possible. To try and never put
someone in a category and to let that category define them, whether
it’s, ‘This person is white.’ ‘This person is black.’ ‘This person is working
class.’ ‘This person is middle class.’ Those are complicating factors, but
I think to point to someone and say you are this way because of this
part of your background, I think, is really harmful. So, that’s my own
realization. (Paul, Interview)
Paul’s rejection of a category or categories as the sole defining factor of how
someone is, makes a lot of sense. However, by rejecting categories, he rejects
systems of power. Paul’s rejection of systems speaks to his desire to see his
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students as individuals who negotiate social categories in very different ways.
While this focus on the micro difference helps him approach students in their
particularities, it also speaks to how he wants to avoid any sense of categories
applied to himself or others. If he invests in a more systemic sense of power
relations, his own sense of class mobility would have to be open to question.
He is willing to consider other options—he is not closed-minded about
reconsidering the influence of social systems—but his initial move is to
discount them. We see this in his further discussion of his composition theory
class:
Paul: I was struck by one girl in the [graduate] class [who] said that she
didn’t get Lindquist and she said it was, she identified, because she
didn’t have that working class background and maybe because I do I
was able to read Lindquist in a different way. I felt like I got Lindquist but
I didn’t read it as a working class case study, I read it as one example of
a broader method of inquiry so and I thought it was interesting because
simply because it was a class [identity] that this girl didn’t have she was
a little dismissive of it or she didn’t get it. Like she said.
[…] She [Lindquist] uses kind of this commodification terminology things having cultural capital - and when I initially read it I thought that
that was working against her point because to bring in that language of
commodification capital, I thought, goes a little against the working
class, um, but [the professor] made the point that in the sake of trying to
empower and, you know, trying to put the working class on the same
level as the academic discourse… So, that was a problem I saw when I
read it, but it’s something that I am reconsidering right now because, I
think, [the professor’s] point is a valid one. (Paul, Interview)
Paul’s first reaction to see everyone as an individual is a reflection, I believe, of
how he has viewed his own movement from working-class kid to graduate
student seeking to be a professor. He doesn’t see the Lindquist study as
representative of class until others, through their inability to read as he does or
through another academic lens, force him to. But even then he does not apply
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that understanding to his own identity; rather, it becomes relevant to
understanding a piece of scholarship that exceeds understanding it as a
working-class piece but rather as “one example of a broader method of
inquiry.” As I interpret his statement, I believe Paul does not reject being,
working class or being from the working class, but rather the use or relevance
of it as a category of analysis or understanding.

Performing Professor
Disassociating class identity from academic social space allows Paul to
project himself into a position of authority. As a white man, his body does not
announce difference. By erasing the influence of class on the social space by
depoliticizing academia and his own class experiences, Paul can, instead,
perform the position of “professor” as he imagines it. Interestingly, this
professor subject-position seems to be based on collaboration, but it is a very
hierarchical concept of collaboration more associated with the traditional give
and take between “teacher with the answer” that prompts students to ask
questions and challenge. It’s a version of the Socratic dialogue that Paul sees
as key to academic knowledge making. What is interesting is his belief that
there is a reason behind a teacher’s requests or performance. He notes this in
his own performance in the classroom.
Paul: If I say something that they [his first-year writing class] think is
vague or doesn’t make sense, they will say something, and, I actually
think we have developed a really productive style where they actually
think I’m being vague often and I’ve made it into like, a, not a classroom
joke, but I’ll say, ‘okay, I’m about to ask you a really vague question,
and I know it’s vague, but there’s a reason.’ And, so I’ll ask them a very
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rhetorical Socratic question, well what does this mean? And then
someone will say something and then I’ll say, ‘and what does that
mean?’ And I’ll try and kind of get them to go deeper into what they are
saying and sometimes they’ll laugh because it’s like, ‘Oh, Paul’s asking
this really off the wall question,’ but they know there is a reason behind
it. But, it’s kind of like they are being a little confrontational because
they are kind of giggling if I am asking too many rhetorical questions,
but they also will get something out of it. It’s kind of like a give and take.
(Paul, Interview)
This performed, collaborative nature is deliberate (even contrived?) and
specific to understanding a kind of behavior that he sees as important in
college. He sees his “vague questions” as a way to open up conversation in
order to go “deeper.” Getting deeper into understandings and showing the
nuances of language and rhetorical constructions reflect Paul’s diligence in
being a good teacher. The collaborative nature of the classroom and of
academia is what Paul wishes his students to know and access. Paul states
that, “…another thing, too, is I’m trying to model for them the kind of behavior
that works in college, and, it took me a long time as an undergrad...” (Paul,
Interview). Paul isn’t trying to be a hierarchical person. He attempts to teach
an academic way of knowing. He performs in this way as he tries to give them
skills that will help them in college. This can be seen in another example when
students flat out tell him that he should cancel class because they cannot
attend since it is the day before Thanksgiving. He performs the teacher who is
seriously considering the words of his students and showing them that their
words matter. Having students negotiate with the professor is what Paul is
trying to convey and perform for them. He wishes for them to know that it is
possible to negotiate with the professor. However, I see this as classed
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because this negotiation is something that students, especially those whose
parents went to college and who have navigated school already know. Like
Paul, I too was unaware that I could talk with my professors because I didn’t
have parents, or others, who had navigated academia. In a way, Paul
recognizes the space as classed because he tries to offer/model academic
behaviors that he didn’t have access to, meaning he does realize that there is
a class aspect to the academic social space, but he describes it as his
individual lack that some of his students share. He recognizes the space as
classed but doesn’t want to recognize the full ideology as it implicates the
space and his own actions and motives as not purely individual but systemic.
Paul: …the whole class kind of approached me at once, at the
beginning of the meeting [class], and said, ‘what about the meeting
[class] before Thanksgiving? Are we having class?’ And it was a really
funny moment because a lot of them were very honest and said, ‘Well,
I’m not coming’; ‘I have to go home. I booked my plane tickets’; ‘Uh, my
family has plans.’ And, I actually really appreciated their honesty, and I
appreciated them coming to me and feeling that they could talk to me
about it, and, so, and I don’t think that is something they would have
done at the beginning of the semester. I think at the beginning of the
semester I think they would not have shown up or would have changed
their family plans or something, and I could almost imagine another
teacher there seeing it as an offense. ‘Well, my students yelled at me
today, and they told me they were going to do something.’ But, I thought
it was a good thing because I saw that they were more comfortable, and
they were, also, I mean they weren’t being disrespectful. They were
doing it in a very respectful way and I appreciate that.
Anna Rita: Because one of the things you say is that you were actually
planning to cancel class, right, but when this opportunity arose you
were kind of working it and I was wondering if you can say more about
what were you thinking what was going on there.
Paul: Well, I, it was actually hard for me to keep a straight face. I was
like, ‘Okay I can make a trick out of this,’ and, so, what I did was I made
this dramatic show of like looking at the schedule and well we’re doing
this and we’re doing this. I kind of made a verbal contract with them,
and I said, ‘Well, if we do not have a formal class on that day, I will give
you extra work to do online, and you all have to agree with me, and that
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you will do that work, and you will take it seriously.’ And I said, ‘Is this
something that you can do?’ And, they said, ‘yes.’ And, so, again like
what I said a minute ago, I didn’t think they were being disrespectful.
We [they] don’t want to do the work. We [they] don’t want to have any
kind of engagement, and so I made [it] so that we weren’t getting rid of
work. We weren’t just throwing the class away. We were just changing
the shape that that work takes, and, so I was being flexible. They were
being flexible, and I think that worked for both of us. Yeah.
(Paul, Interview)
Paul sees the students as being respectful and not challenging his authority,
but rather working with him by bluntly telling him what they wanted. Further, he
notes that he “could almost imagine another teacher seeing it as an offense.”
He imagines the teacher being offended and constructing the students as
disrespectful. He notes that they (students) would be seen in this way by other
teachers who feel threatened by this kind of bluntness or this kind of
confrontation. He constructs difference with his fellow teachers and not his
students, noting that the teachers have a certain expectation of student
behavior, something he wants to push against. Simultaneously, he performs
the “serious” yet approachable professor. He wants students to see the “class
as a more communal site, one of negotiation and collaboration.” What is
interesting about this is that he had already made the decision before the class
reacted, and, therefore, seeing this as collaborative seems more contrived.
They didn’t change his mind. They agreed with him, making him the authority,
but the performance of negotiation and collaboration is to teach them that skill
and have that awareness.
Paul: And I guess another thing, too, is I’m trying to model for them the
kind of behavior that works in college, and it took me a long time as an
undergrad. They tell you in high school, right, that when you go to
college your professor is not going to care. They’re just kind of not

152

wanna get to know you or care about you as a human being, and one of
the things I learned as an undergrad is that that’s not true, and, if you
have, if you are willing to be engaged, if you have reasons usually
professors are gonna try and work something out with you. Um, and,
so, I’m hoping that this kind of experience in my class like next
semester or later on with other professors my students who had me will
say, ‘well, I’m having this issue,’ or ‘I’m having this question. I’m gonna
approach this professor in the same way that I approached Paul,’ and,
hopefully, that is something that they will take with them…
(Paul, Interview)
He sees this as a skill students should have in order to negotiate school, as it
was a skill that he did not quite understand or have as an undergraduate.
Speaking to professors in order to negotiate is often understood by students
coming from families that have already attended and navigated college life,
something that Paul doesn’t address. He seems to assume that all students
need to learn this, and that it is not about authority and how students are
positioned in the space or understand themselves in the space.
Paul wishes to break the expectation of teacher as authority and be seen
more as a collaborator and facilitator. However, the way they approach him
does not feel threatening to him as he sees it as being honest and not
“disrespectful.” Yet, as we have noted with other participants, who do not
embody a white male body, collaboration or enacting a less authoritative role
may not work as well for them. Teacher authority is granted him because of his
male white body. His lack of awareness of his body in the space becomes
interesting when discussing class because of his aspiration to exceed his
class, making class a difficult topic to engage. This is important to note
because it shows how class is fluid and not monolithic; how class needs to be
engaged in more nuanced ways. Performing the middle-class professor and
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investing in middle-class performances and beliefs (the Socratic professor who
is collaborative) makes it possible for him to erase his body and thereby his
views and experiences; he erases his class. His white male body grants him
that. This is not to essentialize, but rather to point to investments in middle
class ways of being that he has come to understand and value, especially in
academia. So for him, “how-to-be,” that negotiation of class performance and
class identity (the performative), requires negotiating the academic space as a
middle-class space. He is invested in performing professorially, i.e., the
Socratic professor, in a stereotypical sense. He is the engaged, present and
serious professor whose identity is not noticed and whose experiences are left
out in order to perform the objective white male professor. By taking himself
out of the equation, he attempts to take away his class background from his
body and from the social space.
Paul’s performance harkens back to my point in chapter one where I
discuss working class academic understandings of working-class students and
their need to learn the rules. Paul performs/models a way of being that he has
come to understand as a way to “do” school. Furthermore, Paul is invested in
performing the collaborative teacher, yet the classed and racial ways in which
understanding what it means to be collaborative, and what that looks like, are
not interrogated. Learning to be a good student looks and works in specific
ways. Paul, a reflective teacher who values collaboration, stays away from this
kind of discussion in his teaching style because if he were critical of it, he
wouldn’t be able to desire it in the same way. Paul is a critical teacher and he
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knows that the nature of composition studies is political but the bodies (of his
students and his own) are left out. If he labeled his performance of teacher as
classed (or raced or gendered), he couldn’t fit in immediately in the role he
aspires to. His ability to slip into this position is because he has a white male
body that allows him a certain authority, something his class background
doesn’t accord him. By not claiming or recognizing class, he can see himself
as someone who can exceed his class. Part of the way he does this is using
terms like “lazy” or “procrastinator” as a value judgement of who he was and
not as a systemic issue of the politics of schooling, of the social space of
school.
Paul does try to depoliticize the space by erasing his body and his class
identity from the classroom. He notes that the composition classroom is
fraught with politics but that he “[chooses] to not bring [political views] into the
classroom.” This, I believe, is his attempt at appearing objective and therefore
part of the space. He says,
Paul: […] I’m always curious about, in what ways teachers can, should,
or should not openly bring their political ideologies into the classroom.
One of my good friends is a Teaching Associate. I mean, he asked the
students what they learned this semester and one of them said, ‘I
learned that my teacher’s a Marxist.’ And that’s really funny. It’s also
true, in this case, but then it’s like, well, my students wouldn’t be able to
say what my political views are. And, I guess, it’s not something—it’s
something that I choose to not bring into the classroom.
Anna Rita: What do you think you bring in that’s political?
Paul: Well, I mean, I think by nature, the way that we teach writing is
politically charged because, I mean, simply demanding critical
engagement with anything, I mean, is vested in, like political ideas, you
know, like neo-liberalism and progressiveness. Like, you know, critically
examining your context. So I think the nature of college writing is
inherently a political one. So, by enacting that, to that degree, I’m
bringing in some degree of a political idea—ideology into my classroom.
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Anna Rita: And what is that if you were to define it?
Paul: Well, I mean, yeah. It’s like the neo-liberal, like western
education. Yeah.
Anna Rita: And do you think, when you walk into the classroom, our
body brings in any politics?
Paul: Okay, Judith Butler…Well I mean, yeah, I think it does. I mean, I
am almost always [wearing long] sleeves or button-down shirts when
I’m teaching, but they are always rolled up, which, I mean, politicians do
that all the time because they wanna imply that, you know, they’re
getting work done, you now they’re ready to, you know, get their hands
dirty and so I think—and I actually think that’s almost consciously a
reason that I do that too, like, because it’s combining formal and
informal, so maybe the way I dress is enacting some of my values as a
teacher. I wear jeans when I teach usually, not dirty ripped jeans, but
nice-looking jeans, so again, you could read into it and you could say
I’m being both informal by wearing jeans and a little formal by wearing
nice jeans. And, I mean, also, I bring into the classroom the fact that I
am a 20-something white guy and, I mean, that itself is tied up in a lot of
political context. Yeah. (Paul, Interview)
Paul discusses himself as a “20-something white guy” and notes that it is tied
up in a lot of political context but does not mention his working class
background. Paul has stated that he does not talk about class, specifically.
Where he does hint at class is when he discusses his rolled up sleeves to
imply that work is getting done and that “I actually think that’s almost
consciously a reason that I do that, too, like, because it’s combining formal and
informal, so maybe the way I dress is enacting some of my values as a
teacher.” His dress is the only place where he hints at class in that his rolled
up sleeves mean he is ready to work, something politicians do to show that
they are working and that is a ploy directed straight at the working class.
Paul’s attempts to erase class in the space speak to how social space and
affective investments circulate. Avoiding any analysis of class is Paul’s attempt
at erasing class. It is his attempt to transgress the space. Paul attempts to
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move away from the unease and discomfort of interacting with class. In a
classroom moment, Paul avoids the use of the word “class” and the language
surrounding class and the realization appears to unsettle him.
Anna Rita: And in your classroom, you are saying the – you talked
about, you know, keep your audience in mind, right? Did you mention
certain words in order to have her [student] understand that it was class
[that she was talking about in her paper], or did you not?
Paul: That was something that she identified herself.
Anna Rita: She identified what? That they’re working class? That
they’re poor, that they…?
Paul: She’s – poor was the word that she used, so I mean, that wasn’t
the terminology that I had to provide for her, which doesn’t really
answer your question. I mean, it does, but it doesn’t get you anywhere.
What else?
Anna Rita: And so I was just wondering, then, how did you respond to
that as far as your language?
Paul: I used her language.
Anna Rita: You used her language specifically, so your audience, if
you’re looking for, you know, poor folks is what you’re focusing?
Paul: Maybe I didn’t do it that way ‘cause that sounds kind of awful. I
think actually I was probably even more vague. I probably said if you’re
writing for – you know, if you wanna write for your intended audience,
maybe you should do more of – so I think I just even used, like,
intended audience, whereas I could have pointed out some of the
problems with her – maybe even her – the way that she was
generalizing too, but yeah. (Paul, Interview)
Paul wants to move away from this conversation, as we see with him telling
me, “That doesn’t answer your question, well, it does, but it doesn’t get you
anywhere. What else?” I am not sure what he meant that it doesn’t get me
anywhere, as I did not ask him to clarify. However, I can’t help but think that
discussions about class and reflecting on his reactions made him
uncomfortable. He seems to enact the dynamic that Brodkey refers to in her
article, “On the Subjects of Class and Gender in ‘The Literacy Letters,’” when
she states that “teachers fail to realize that their interpersonal relationships
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with students, as well as their institutional ones, are constituted by educational
discourse” (Brodkey, 130), which is seen as a classless system. Perhaps this
awareness made him reflect on how his deviating from discussions of class
with his student reflects a pedagogy that is in fact classed, and therefore
political. This moment where he recalls his own avoidance of class perhaps
conflicts with his view of how he has been negotiating the space.
Further, this points to the ways affect works in the way that Paul negotiates
“how-to-be” in the space. Paul’s identities are negotiated in the space. He
wants to leave his body out of the space, which highlights a tension between a
class identity that feels difference, and a white identity that feels sameness. As
long as he can maintain a neutral, Socratic positon, he can hide within
whiteness; when class comes up as a topic, when an audience member is
“poor,” his discomfort manifests and hides behind neutral language like
“intended audience.” Paul uses his whiteness as leverage in the space as it is
his whiteness that creates sameness. However, Paul’s affective investments in
social mobility are noted when Paul works with neutral language as a way to
move away from a discussion of class and his own discomfort around class
categories or analysis, taking us back to Ahmed’s point that “emotions…create
the very effect of the surfaces or boundaries of bodies and worlds” (Ahmed,
Affective Economies, 2).
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Disappearing into Class via Class: “At a distance, I can rationalize
and reflect upon what happened and strategize for the next class.”
(Bethanny)
Like Paul, Bethanny attempts to erase her body and depoliticize the space.
Her body becomes political only when forced, otherwise she erases her body,
also. However, the reasons for the erasure are similar for Paul and Bethanny
because they are white, but different for Bethanny than for Paul when we look
at it through a class lens. That is, Bethanny has the privilege of not needing to
deliberately erase class markers or to be aware of performing a certain
teacher positionality. Paul needs to imagine and project himself into a faculty
role. Bethanny only notices teacher identity as a role when authority is
questioned. She performatively inhabits the space—it is a reiterated subject
position in Butler’s sense of the term, something she is not aware of—whereas
Paul is consciously performing. It is not performative for him.
Bethanny is an upper-middle class to middle-class woman. She notes that
her mother is an “ultra WASP” and that her maternal line was affluent
(debutant balls, her great grandmother went to France to get her trousseau).
However, during the depression, the family lost much of their wealth but later
“somewhat regained it.” Her mother went to private school and then to one of
the “Seven Sisters” colleges. She notes that her parents are “both really kind
of hard working and they value that type of thing and they really valued
education” (Bethanny, Interview). They lived modestly. She notes that her
schooling had separations that seemed to tie in to material and cultural
differences. Culturally she was more aligned with the upper middle class

159

students but materially to the students who lived in “split levels or ranch
houses” (Bethanny, Interview). Also, most of the students in her school were
expected to go to college. She notes, “There was a separate vocational school
in the town. It wasn’t actual vocational, but it was for students who might go to
community college or not go to college, but most people ended up going to
some sort of school/college and the expectations in the community is that’s
what you do when you go.” (Bethanny, Interview). In speaking about her
school experiences, she said,
Bethanny: I always I liked the ones [teachers] that were kind of the
hard asses that were really focused and you knew really cared about
making sure you learned something or subject matter or were
passionate about their subjects and were really focused and
professional and I think for me part of that is I always just felt with like
the fun teachers like this is... you’re just wasting this opportunity. This is
a wonderful thing this this chance and we’re here and we’re ready to
learn and well, I’m ready to learn and you’re wasting my time…I think,
so, as a teacher, I always wanna be prepared. I always if I want to be
really professional and I wanna do a good job and I wanna make sure
that the students feel like they are getting something and learning
something from my class, and if it is not the most funnest thing ever,
that’s okay. I much rather be, you know, kind of doing service to
education, whatever educational goals you have, than being an
entertaining entertainer so I guess that may be maybe class is in there.”
(Betthanny, Interview)
When I asked her if there are identities that inform her teacher identity,
Bethanny mentions her gender, being middle class and WASP (White Anglo
Saxon Protestant), in particular, the white category. There is a way in which
Betthanny, like Brian, understands her cultural capital in terms of class and
race. She states,
Bethanny: I think my gender [sic] certain… when I doubt myself and I
doubt my authority, I wonder is it because I am a woman so that’s
something um, so, as a teacher, that way. I think of whiteness, kind of
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a waspiness. I am aware of that too because I think that um, and, I
know, so wonder like when how people read me, and they are trying to
say who is this person. I think that kind of I just wonder if that [Seven
Sisters college] side comes out more…because that’s so tied to the,
like, valuing education. You know, particular educational values, so I
think in terms of teacher identity maybe that’s just like the one thing
maybe more of who I am than what people are reading. (Bethanny,
interview)
Bethanny reflects on race and class (when she talks about her “waspiness”).
She recognizes that both are present in her, particularly in terms of “valuing
education. You know, particular educational values.” She notes that this is
who she is in terms of teacher identity. Bethanny notes that when she doubts
herself, or if her authority is questioned, she believes it is due to her gender.
The more visible difference of gender is what marks her and therefore is what
students are reacting to.
Despite her comments about gender and authority, Bethanny notices
authority as an issue only when she is not granted it. Her class and race allow
her to seamlessly achieve a teacher identity without having to deliberately
fashion it as Paul does (or Brian and Hari, for that matter). For Bethanny, the
social space accords her authority in the classroom and any disruption to that
social space reflects badly on the teacher, on who she is:
Bethanny: R and S started whispering and talking and finally, after I
had given them several looks, S. said, ‘Are the pages out of order?’ So
then I looked at the handout and said yes and apologized and
explained the order. The other students were like, ‘Oh, okay – that
makes more sense!’ and laughed about it. But with R. and S. it was like
this issue they had to whisper about and make a fuss over. It made me
feel really incompetent – it’s such a minor thing, but I feel like they – R.
especially – are looking at me like I can’t do my job. Probably what’s
happening is that R. asks S. a question about the page and since they
are talking they start talking and giggling about something else. But I
always think they’re laughing and talking about me, about how I can’t do
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this (which is super self-absorbed, I know). It makes me mad because
I’m like, ‘Listen, I put all this time and effort into planning this class, and
yes, the pages are out of order, but come on, you couldn’t figure that
out yourself? When there are page numbers you can look at the bottom
of the page?’ At a distance, I can rationalize and reflect upon what
happened and strategize for the next class. I can give R. the benefit of
the doubt – she’s probably not malicious and may be somewhat
insecure, even if she isn’t afraid to raise her hand. But in the moment I
just feel angry and frustrated and like a fool. (Bethanny, Journal Entry)
R and S’ question actually helped. She notes that other students say, “that
makes sense” but she feels their whispering is about her incompetence. The
students asking about the page order and not knowing to fix it themselves also
shows, for Bethanny, the lack of effort on the part of the students that hints
back to Bethanny’s understanding of students being serious and taking their
work seriously (Bethanny, Interview). “It makes me mad because I’m like,
‘Listen, I put all this time and effort into planning this class, and yes, the pages
are out of order, but come on, you couldn’t figure that out yourself?’” Bethanny
being “mad” speaks to her understanding of being a professional and an
authority. When she isn’t seen as such, she believes she is not taken
seriously. One can infer that if she isn’t seen as serious or competent then she
can’t be inspiring, something that is important to her, as noted in chapter three.
Bethanny’s wish to be the inspiring teacher, and to not be confrontational,
signals much of how middle-class white women are socialized to be. She does
“rationalize and reflect upon what happened and strategize for the next class.”
Bethanny can understand the situation not being about her, but her need to
control the space is important in how she understands her ability as an
authority/professional. If her authority and her performance are being
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questioned then she, perhaps, doesn’t feel like she is being inspiring. Her
expectation of what the class should be, what education should be, is not met.
Her effort and planning are not acknowledged.
In addition to her role as educator and authority, she notes, as we will see
below, how behavior is controlled in academia. What disturbs her are concerns
that can be seen as the classed ways in which behavior is controlled through
schooling, about behavior and performances that have been deemed
inappropriate to middle-class sensibilities. For Bethanny, such expectations
about academic social space become so normalized that they are not seen as
a systemic issue, a social norm connected to specific ideologies, classes, and
races. Instead, they appear “neutral,” as instances of behavior:
Anna Rita: We were just talking about the distinctions between 112 and
honors 112.
Bethanny: Yeah, but, so, anyways but what I noticed especially the first
time I taught honors was that everybody came to every class,
everybody did every assignment. I mean there was nothing I think.
Everything was in order. If it was out of order, there was a note
explaining or a student emailed me telling me ‘oh, my god.’ You know, I
had one student who was like ‘I wrote this in purple pen. Is that okay?’ I
was like yeah, I truly do not care. You know but she she was like
‘oohhh.’ Whereas with the non-honors, they just kind of grab the stuff in
their notebook, and put it in and see what would happen, and, so, it was
just a kind of different approach towards—it definitely, it’s behavioral, I
think. It’s really, it comes down to difference is so much behavior as
opposed to [sic] how the kind of intellectual ability… I don’t really know
but where I see the differences is the kind of behavior and the kind of
quote/unquote good student behaviors um which are of course very
particular things and yeah, the kind of…. (Bethanny, Interview)
Bethanny’s reflections are insightful. As she notes, “It definitely, it’s
behavioral. I think it’s really, it comes down to difference is so much behavior
as opposed to (sic) how the kind of intellectual ability.” Bethanny recognizes
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that difference seems to be in behavior. She notes how difference is
understood in terms of behavior and not quality of work. However, she notes
that she too is more keen towards a particular behavior, as she notes in
another part of the interview: “I was spoiled by honors” (Bethanny, Interview)
because honors students perform, enact and know what a good student looks
like and acts like, and that is participating in white middle-class ways of being
that do not disrupt the classroom flow.
Bethanny, when given time to reflect, realizes that behavior can be seen to
be a systemic issue. It simply does not appear so immediately in the social
space of action—i.e., when one needs to react immediately. But Bethanny can
and does reflect on how such behaviors are systemic. She states,
What behaviors from teachers are students responding to? What are
students doing in activities or during class? It’s actually made me feel
more optimistic about teaching because things that seem like major or
personal problems, unique to me or my students, are more systematic.
It’s helped me to take a step back from my own class and think about
why certain things (like students talking out of turn) might be happening.
(Bethanny, Journal Entry)
Bethanny asks some interesting questions here. Her questions are important
ones because they offer a window into the larger issues/concerns, systemic
issues, that are present in academia because of the ways appropriate
behavior signals class. She notes that “things that seem like major or personal
problems, unique to me or my students, are more systematic.” This
understanding of it being systematic speaks to the ways that student behavior
is often under surveillance, and not “unique to” her. What is revealed is
academia as a middle-class space that dictates “how-to-be.” Examining
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Bethanny’s discussions of her reactions to the students exhibits ways in which
teacher expectations and performances are class and race based. Not talking
out of turn is understood as a form of etiquette, politeness, and is valued in
making sure all have opportunities to speak. Yet, in many working-class
rhetorics, discussions where one interjects before others are finished speaking
are seen as being engaged (LeCourt and Napoleone), not a behavior concern
at all. Bethanny’s reactions to student behavior reveal the tensions and
intersections of gender and class in academia.
When these unspoken rules are challenged, Bethanny sees it as a
challenge to her authority. Her initial response/feeling to her students’
behavior is to see it as disrespectful or going against school norms of
appropriate student behavior. Students behaving in a way that disrupts the
space is what Bethanny reacts to. Students disrupting the space disrupt the
norms and the control that the space has accorded her, disrupting her
authority. When her authority is disrupted in this way—when she becomes
aware that it is not being accorded by the social space—Bethanny’s reaction is
to reinterpret that space to regain a sense of control without any direct
discussion with the students. This reinterpretation and reimagining of her
students brings back Pedwell’s notion that empathy can also be a way to
assert power. As I discuss in chapter three, Pedwell states,
Arguably, there are important historical and political reasons for
privileged subjects to be in greater need of developing empathy…
Nonetheless, as critical theorists have argued, the act of ‘choosing’ to
extend empathy or compassion can itself be a way to assert power.
…Indeed, even in more critical academic writing, it is nearly always a
socially advantaged subject who is compelled to imagine the situations,
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constraints and feelings of ‘others’ and through such empathetic
engagement be moved to recognize their own complicity in oppressive
power structures and their concomitant responsibility to act for social
change. (19)
She can resee these behaviors as not an affront to her, but a systemic
concern/issue that professors face. This may be why she turns to gender as
the one marker of her body that affects her authority: “when I doubt myself and
I doubt my authority, I wonder is it because I am a woman.” Outside of
gender, she can get her authority from the social space because her body
matches the space so well. This invisibility also supports her feelings of
frustration with student behavior because she does not need to think about
how to get authority unless it is challenged. The social space is aligned with
her values and understandings of how-to-be. When that authority is
challenged, Bethanny reclaims it by rereading student behavior as having a
contextual cause that she can then address, as we will see in the below quote.
By reinterpreting the social space in this way, she can again recede into the
background where she is in a sense no-where and everywhere. She is the
invisible subject of academe, what Paul hopes to be and is performing. For
her, it is a repetitive performance, already a part of the self.
Bethanny: I think part of it is the orientation towards the student
behavior, so if you see every instance where they are talking or not a
hundred percent on task as a problem um that’s one way, or, another
way is to look at—is and say, okay, well, you know, with this class
there’s gonna be maybe we’ll have a little bit of joking at the beginning
and maybe there’ll be these moments where they’re kind of not so
focused, but if they’re spending most of the class kind of focusing, and if
we have these moments of kind of lightness or looseness and, also,
that keeps them engaged and they feel more comfortable um, and, I
feel better because—if I say okay, well, it’s a conscious choice on my
part that this is behavior that I feel comfortable with then I feel better
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about that, too, because I don’t feel like, ‘oh, they’re disrespecting me;
they are doing something that’s against something.’ I’m frowning—you
know what I want or I’m just saying alright this is fine, this is okay,
everybody is okay. And then I know that yesterday—I mean it was
interesting because yesterday’s class I think kind of illustrated that
because it was the end of the unit. They’ve been just kind of dragging,
some of them, and, so, we did an activity that was more hands on, and
there was a competition where they were trying to, you know, each
group was competing with each other, and there was candy, but I did it
because they were just like bottoming out. They were laughing and they
were just much more kind of—but I felt like I kind of need to do this
because they need to blow off some steam. They’ve worked really hard
and within that class you know they did something where I had them
writing for about 15 minutes and they were writing and they were
thinking and then we had this kind of looseness and at the very end
they did some more writing and we talked and they were very serious
and they were like very whaahha and then they were very focused, and
if the kind of looseness leads to the focus I’m happy with that, and it’s
funny and it’s actually more fun than just the kind of like
funerial…(Bethanny, Interview)
Bethanny reflects on her need to have a serious class and have them focus.
She needs to make a conscious choice to be okay with “looseness.” As she
states, “I feel comfortable with then I feel better about that, too, because I don’t
feel like, ‘oh they’re disrespecting me; they are doing something that’s against
something’.” She has to make a conscious decision to be comfortable with this
behavior and not see it a form of disrespect or that “they are doing something
that’s against something.” It is in these moments where she performs and
allows “looseness” and feels comfortable with it that we note the ways in which
social spaces and the bodies in them create boundaries of what is deemed
acceptable. There is a specific way Bethanny understands school and what
should occur in school, and how one should behave in school. When that is
disrupted, her initial reaction, her way of being is to be uncomfortable with the
kind of behavior seen by her students, something Paul does not see as a sign
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of disrespect. She has come to understand school as serious with no room for
bodies and feelings to be present. It is her emotions that “create the very eﬀect
of the surfaces and boundaries that allow us to distinguish an inside and an
outside in the first place” (Ahmed, Cultural Politics 10).
“How-to-be” is often not something she needs to negotiate, except when
confronted with behaviors that seem inappropriate to the space. Furthermore,
her white female body is something she has not considered often which is
important to note in order to understand how the body, her body, is erased in
the space. She brings this up when she discusses how she thought about her
white body in a classroom of students of color.
Anna Rita: Now how did this feel? Have you ever done that before?
It’s interesting because these are emerging scholars, so students of
color and here you are having this conversation, you know?
Bethanny: Yeah.
Anna Rita: Of putting your body into this kind of conversation, the
center of conversation. So I’m just wondering if you could just tell
me a little bit about that.
Bethanny: Yeah. Well, I think it really was, because that was I think the
first time I’ve ever had to say, “I am a white person,”…I know that the
students were wondering what the heck is going on with this person. So
that was interesting for me to be in that moment to define and to have
the body be very obviously at the center of who this person is. And in a
way, I guess that’s always that I might be more visible in a class
because I am a white woman and that there are so many white women
teachers that I – those are things that I don’t have to explain or declare
or that just kind of go without saying. And that kind of fades away.
Anna Rita: Because it’s kind of the norm, is what you’re saying?
Bethanny: Yeah, exactly. It’s not that it fades away. It is there. It is
present. It is working, but it’s not something that might be called into
question in the way it was in that moment. It might not be something
anyone ever talks about in the way that it was in that moment.
Anna Rita: So – go ahead.
Bethanny: Yeah.
Anna Rita: So do you think that being explicit about your body, right –
this is – do you think this kind of explicitness is valued in how we talk
about race, class, and gender?
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Bethanny: I think it was – it seems like the type of thing that might be
valued within composition scholarships, this type of acknowledgment or
at least as a thing to be a subject of interest. I think it was in that
moment valuable to say, “This is who I am,” and to acknowledge it and
to say – in that situation, they had – and they were conscious that they
had all been placed into this group because of their race. And so I was
the one person in the room who hadn’t been identified or labeled in
some way to be put into this group of people. (Bethanny, Interview)
Bethanny notes that her white middle-class hetero body is not questioned or
identified. It is when she is confronted with obvious racial difference that she
notes her body in the space. Such recognition of body can be as highly
charged as race or as subtle as a reminder that she does have a body. When I
asked her if she ever remarked on her body outside of this instance of the
emerging scholars class, she replied,
Bethanny: Not really. I don’t think I really – I did it when I said I’m
sweaty. But in so many of those moments, I have that kind of privilege
of not explaining, ’cause I know I’ve talked to a couple of my – a couple
of the TAs who are on the writing committee, and one of them is very
butch, and so she says, ‘There’s always this moment where I have to
kind of come out to my students,’ or choose if I want to. And another is
very kind of femmy, and she said, ‘Well, I never have. I’ve chosen not
to.’ But I never had to make that choice. I’ve never had to think about
it…. (Bethanny, Interview)
Bethanny recognizes how she has never had to think about choosing whether
or not to articulate an identity. Her body is erased in the space, and that is
something she “never had to think about it.” This speaks to the ways that
academia erases white bodies and more so, white middle-class bodies.
Bethanny experiences discomfort when confronted with what she sees as
behavior that doesn’t conform to her expectations and discussion of that
behavior is reinforced by the ways in which mis/behavior is seen as systemic.
She is able to recede into the social space of academia such that she need not
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be aware of it unless there is a challenge to the space itself (e.g., populated
with people of color as a majority) or to her authority; in the classroom, she is
the space and the space is her. And, once again, Ahmed’s understanding of
emotions that create the surface and boundaries are present in how Bethanny
is aligned with the institution; not creating a boundary between her and the
space, she sinks into the space.

The Privilege of Whiteness and the Dis/aligning of Class
Class affectations – the ways in which class identities and emotions
circulate –inform and enact a teacher identity in the social space of academia.
Due to their whiteness, Paul and Bethanny are granted ways in which to erase
their bodies in the space in order to depoliticize the space. But if we look at
their class, and the ways in which affect circulates, a different picture emerges.
Paul’s view of students’ bluntness as honest and collaborative and not
disrespectful, his affective investments in aspiring to exceed his class, to be
class mobile, make him rely on his whiteness in order to erase his body and,
by not questioning the space, depoliticize. Bethanny’s view of students allows
her to have greater control of the space because her authority is part of the
space. Her way of being is often confirmed in that space, therefore she doesn’t
typically have to think or choose to be different because she sinks into the
space. Yet, there are moments of reflection and the imagining of her students
that allow her to rethink and re-see the situation and choose to see her
students differently. Feelings and investments that align or disalign in the
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space speak to the ways certain identities sink into the space. Paul and
Bethanny show us that examining class and affect in more nuanced ways by
looking at bodies in the social space is important if we wish to understand
teacher identity and ways in which we enact a classed pedagogy. Paul and
Bethanny’s perceptions show the ways in which the social space of academia
works with or against their class affectations and informs them and how they
have come to understand school and their roles in it. Furthermore, Paul and
Bethanny’s case studies help elucidate the way that academic literacy is a
classed literacy and the discursive and affective ways in which academia
continues to perpetuate a classed system.

171

CHAPTER 6
LOOKING IN/ON CLASS AND TO AFFECT
Conclusion
My first semester as a Ph.D. student at UMass was one of the most difficult
experiences for me. I would go to campus, park my car and walk for 10
minutes to Bartlett Hall. Most days, I would tear up or cry as I felt the strain of
being in this space. A close friend of mine said it’s because I had often been
in immigrant working-class spaces. She was right. I felt my class in ways I
hadn’t before because I was always in schools where the majority of folks
weren’t middle-class white Americans. As I continued in my Ph.D. program, I
thought of other working-class graduate students who didn’t finish the program
and those who were becoming professionalized to work in and navigate
academia. What became obvious to me is how interrelated class, affect, and
social space are, and thus I came into this study thinking about class, and the
importance of affect when discussing class. My own experiences made me
want to better understand the kind of emotional work that seemed to be a
result of class and how that impacted my teaching and my pedagogy. What I
came to understand is how closely aligned my own experiences were to those
of the TOs. My reaction to a social space not filled with others like me is the
same border along which affect slides that we see in the TOs’ stories: how
feelings come to mark a division once not seen.
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If there’s one take-away from my study, then, it’s that we need to recognize
that teachers engage in emotional labor, not just emotional management. As
Julie Lindquist points out,
[L]iteracy learning generates its own complex dramas of motive, desire,
and affect—dramas scripted and staged by experiences of class
difference; and only by giving more explicit attention to the performative
and relational dimension of affect in classrooms where literacy
instruction happens will it be possible to disrupt the usual arrangements
of students-as-emotional laborer, teacher-as-manager that are
especially pernicious when teaching working-class students (“Class
Affects, Classroom Affectations,” 189).
Too often we imagine, as Bethanny and Brian tried to do, that the emotional
labor of teaching should be ignored, repressed, or irrelevant to our work. The
more we ignore our own emotional labor, the less able we are to see the
classed demands academic social space is making not only on our students
but on our own ways of being as well. This dissertation project has shown the
kind of critical awareness and dedication that the participants had for their
students. It showed the frustration and joy that often comes with teaching and
the immense kinds of emotional work, also. This in and of itself should be a
call to look at the emotional labor of teachers in a classroom space. In addition
to that, the affective ways in which we transmit ideas of cultural capital that are
middle class and white and how they impact teachers and students need more
attention.
Although the study focused on a small group of participants, it reveals, I
hope, the importance of understanding choice as an affective process where
class identity and class performance simultaneously are being negotiated in
academic social space, “how-to-be.” The multiple class positions we hold or
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are invested in and the options we see available, and thereby enact, are
informed by our class affectations. Class affectations reveal the ways in which
affective investments/divestments inform TOs’ understanding of students and
academic literacy. As a lens, choice helped reveal how middle class many
pedagogical and literacy practices are that may have seemed more neutral if
viewed through another lens. For example, if I were to list some of what we
see to be spaces in which class was marked in this study, that list would
include:
•

How we speak and present ourselves to students (performance of
language with Laura)

•

How empathy is embodied and performed, both as privilege
(Bethanny) and confrontation (Hari)

•

How we label our own academic behavior (Paul’s laziness)

•

How we use emotion: annoyance (Bethanny), anger (Hari and
Brian), etc.

•

How we invest affectively in whiteness and masculinity

•

What our relations to students are based on language (e.g., SAE
with Hari)

•

What our expectations of student behavior, particularly disruptive
behavior, are (Bethany, Linda, and Laura)

•

How we perceive and negotiate authority

•

How academic norms are resisted or negotiated (e.g., “bullshit” in a
paper, reactions to others’ readings [Laura, Bethanny, Paul])
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•

How and what we read as students’ resistance to academic norms
(e.g., “appropriate desire” for knowledge, community college vs.
UMass students for Brian)

•

How we depoliticize or erase the body to occupy academic positions
appropriately (Paul and Bethany)

Although class affected how the participants negotiated academic social
space, the classed positions that one enacts in local moments aren’t
predictable. While such re/actions speak to the classed nature of social
space, I can’t say the ability to have empathy or not is indicative of one class
or another. What I can say is that there are certain affective expectations of
the social space for empathy that are aligned with the middle class that can
produce different affective reactions in different bodies, such as confrontational
or performative empathy. I can’t say that working-class teachers will all
declare “bullshit” in their classes or negotiate authority seamlessly, but
teachers’ emotional reactions (or lack thereof) to challenges may be based on
their class background and behavior expectations that differ from the middle
class ones of academic social spaces. Those reactions may also “pile up” in a
way that creates a different relationship to that social space. In sum, the point
isn’t that we can predict behavior based on static class identities but that class
is always part of this negotiation and that the expectations of the social space
produce different reactions/actions on the part of teachers based on their class
background. It’s not a simple cause-effect, but the inability to label a certain
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practice definitively related to a certain class does not mean that class analysis
doesn’t reveal systemic issues.
What I illustrate about class by highlighting these aspects of academic
social space is similar to whiteness studies in how class (like whiteness)
functions as an invisible norm. “According to Whiteness Studies theorists, the
white race functions not so much as a race, one among many, as, at times at
least, the race – the real human race – and, at other times, no race, simply the
healthy, mature norm of human existence as opposed to all those other groups
of people who are somehow off-white, off-track, more or less deviant.”
(McWhorter, 534). This is like class studies in that we understand the
“challenges” for working-class students (the Other), but we don’t understand
the middle- class nature of the university and how it is enacted in middle-class
performances (like whiteness). Many of the participants noted how they can
discuss or at least feel that they have a language to discuss race and gender
but class doesn’t seem to announce itself. The invisibility of class can be
made visible by noting the affective expectations that do work in the academy
and that often go unspoken.
How choices announce themselves in the social space helps us see the
way that affect as capital circulates in the space and creates boundaries,
surfaces, sticks and slides (Ahmed). This was seen in the ways the
participants came to see the space and the bodies in the space as a result of
class. The investments and divestments speak to the ways that power works
on us, as well as what we ultimately believe to be our feelings. When we feel
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uncomfortable, unsure, angry, and so on, we are typically reacting to a
difference that we may or may not see. By thinking about those differences
through a class lens, we can consider the ways that feelings are constructed
culturally, with an outside, how they work on our inside and its connection to
the social space. We “sink” into social spaces that align with our identities;
when we don’t sink, we draw boundaries. We become aware of these
differences. We are no longer aligned with the space that now we can see as a
space, which offers choices about actions and reactions. Through these
boundaries we can see the social space of academia. Wetherell, for example,
states that many scholars turn to affect for what some might see as a failure of
discourse [studies]. Wetherell disagrees, as do I. For me, affect is not outside
of discourse; it moves within an economy of meaning. Seeing affect as
circulating, as capital, as that which sticks and slides, especially as I am using
it here in this study, speaks to Ahmed’s affective economy and to Bettie’s
feeling of difference in a cultural economy of meaning. It is relational and it is
grounded in material, historical, symbolic, cultural and social space.
For too long we have looked at working-class students and wondered how
they can be saved, how they can learn the rules, and how they can cross the
border. Perhaps we need to look at ourselves, teachers, and ask, how do we
know the rules, how much have we invested in academia, and what might that
say about our own class investments and how those translate into our
pedagogies and into our perceptions of students. I have already encountered
a working-class compositionist/critical pedagogue telling me that class has
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been looked at already and new research isn’t relevant (or of importance) to
the field. A middle-class white woman, whom I respect a lot, told me that some
of my examples are idiosyncratic. She simply didn’t see class; it seemed like
personal preference. I have a hard time imagining either of them making the
same statements about race, gender, sexuality or a host of other identity
markers. It is because we continue to make class irrelevant, invisible or
individual that we need to open up discussions of class.

Reflecting on Our Positions to Change Pedagogy
As I state in chapter one, the understanding that most academics seem to
have about literacy reflects a dominant discourse not a diverse discourse,
although a diverse discourse is what we often say is valued. This study begins
to look at the ways that class and affect impact and work on teacher identity.
But more work needs to be done, with teachers in classrooms, and in graduate
classrooms where we begin to professionalize students. Understanding
choice in terms of class affectations is important if we are to understand
ourselves as teachers who work towards more equitable relations. Such
affective expectations in the academy take on middle class assumptions and
as writing teachers who teach academic norms, we need to make apparent the
classed nature of literacy and the academy. There are middle class
assumptions about teacher subject positions that we don’t understand as
classed and that need to be made visible in order for teachers to expand or at
least understand the choices they make that impact their teaching, their
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pedagogy and their perception of students. Bethanny’s email to me, after she
read my interpretation of the data, states,
I’m interested in learning more about what you learned from the rest of
this study because reading this made me think about the implications
for my work today. In many ways, my identity has become more aligned
with academic social space; in fact, one way of seeing my current job
might be ‘transmitter of academic norms for teachers,’ so it’s useful to
think about these issues. (Bethanny, Email)
Looking at the ways that educational discourse lines up with the affective
investments/divestments that are a result of class might help us not miss
moments and opportunities for dialogue to happen that is not solely couched in
middle class norms. Bringing class and affect into view for teachers is
important for understanding how we are negotiating, bringing in, fighting
against or accommodating middle class norms and how they transfer to our
students. Although the study doesn’t have a direct influence on pedagogy, it
suggests that teachers’ ability to be more critical of social space can/should
have an impact on pedagogy.
We need to reflect on our affective investments as well as understand the
ways in which we perpetuate borders. One way of doing this is by giving TOs
access to a more nuanced understanding of the affective work that can result
from class and how it works on us as teachers. In teacher training there can be
time dedicated to understanding class as an affective process by having
teachers reflect on their own class positions. It can be a moment for them to
think about their class positions as a way to open up a conversation about
class as an emotional process that informs how they see their students and
how they enact pedagogy. Teacher training, and diversity committees can
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incorporate understandings of class by reading recent works by LeCourt and
Lindquist and making more evident affective understandings of class identity
and class performances. Making evident middle class norms and sensibilities
is just as important as understanding and providing resources for students of
the working class.
This can be done in small ways as long as those of us involved in training
keep class as a critical category in mind. For example, as a course director
mentoring TAs teaching in the writing program for the first time, I have had
opportunities to talk with TOs, a group of mainly white, mainly middle class
women, about how our bodies signify in the classroom. Discussions touch
upon race, gender and sexuality, for the most part. I asked them directly: “So
some of you have brought up your body as white and female. Has anyone
thought about their class identities?” I discussed with them their emotional
relationship to books, to their own writing, and I discuss mine. I do this as a
way to make evident the ways that materiality and class come to shape our
affective investments and how that plays out in how we see our students and
in academic spaces. In those discussions I have asked TOs to note their own
feelings of appropriateness and of value, that are often not articulated, and
how they translate in the classroom.
Workshops can center around teachers’ own class identities and affective
relationships to academia and academic spaces. Teachers can begin to write
narratives about academic spaces where they felt uncomfortable and what
might those narratives say/mean in terms of class. We need to think of
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moments when there were classed tensions in academic spaces and our own
reactions, feelings, and what we considered “appropriate.” We can look at the
trends or discussions that center around appropriateness and look at them
through a class lens. We could look at responses to student writing together
asking each other how our responses illuminate a certain value system and
then inquire into the class bias of such a system. Or, we might talk about the
emotional reactions of students in our staff meeting or CD groups as not
simply “the students’ issue” but perhaps an eruption of a border that might
mark academic social space. Have teachers keep journals and workshop
those journals by identifying moments that intimate a classed relationship. In
doing so, we can begin to see how we legitimize (or not) middle class
practices.

Future Research Possibilities
This is but a small sample of better understanding class affectations in
teacher identity and the social space of academia, as I try to make visible what
LeCourt and Lindquist theorize. It is my hope that more research will be done
to better understand and make visible teacher identity, student and teacher
interaction, and policy that might lead to a better and more comprehensive
understanding of the way class manifests itself in these local moments and
more global moments. What the study revealed to me is that we need to think
of class not only as an identity, but perhaps more along the lines of an
epistemology, also. I went into the study thinking about the individual
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performances and class identities, which are important, but ultimately were not
the more interesting question. More important was the larger scope of
understanding class as a way of knowing, acting, and feeling that responds to
aspects of social space. We need to pay attention to the language practices
and position-taking that are part of academia and examine the ways that
working-class students and teachers are coerced into performing white middleclass ways of being in order to become “legitimate.”
One way to begin to understand “classness,” for lack of a better term, might
be to begin with expanding how we imagine class identities. As the research
revealed, we hold and perform multiple class positions. I began the study with
a list of criteria for participation by thinking about whether or not the
participants were working class or middle class. Right from that moment some
participants had their own identifications of class, making me aware that I
needed to expand the language around class that accounts for these multiple
positions and affective relationships. Paul notes that at the end of our last
interview when I ask him if he has a definition for class. He says,
I mean, I don’t – it’s hard because I come from a working class
background, but here I am in academia, getting my Ph.D. So I can’t just
say that class is the fact that I grew up in a working class household,
because it’s not that anymore because now I’m also part of this. I don’t
think they’re conflicting, but I think it makes it hard to define. So I
guess, for me, class – you could say – you could talk about it two
ways. You could say either it’s a social construction that makes
assumptions about people’s – you know, their economic value, their
economic freedom, so I think I would say, socially it’s defined as an
economic thing, but I guess my definition would be more of kinda like a
nebulous thing. Like, class is the way that your contexts – where you
come from – affect what you’re doing and the way you think. So I would
try to separate my own definition, I guess, from the normally sociallyconstructed definition of class. (Paul, Interview)
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Research that focuses on the multiple class positons that are enacted in local
moments might give us insight into new ways to articulate class. Like
whiteness studies made distinctions in order to better understand the systemic
but also micro-moments of how whiteness works by making distinctions
between white people, so do we need to make such distinctions in terms of
class. What kinds of language, pedagogical practices might we consider to
bridge some of these classed notions of teaching and the academy, in order to
truly include diverse literacies?
Understanding how class impacts pedagogy, similarly, is another area
where we could use more study. Not more work on pedagogies for the
working class—we have many of those—but studies of how class influences
the social relations of classroom teaching itself. This study has led me to think
about how these perceptions, these narratives translate and transfer in the
classroom. But I relied on narrative and self-reporting. This was important to
get at the teacher’s perception of academic social space, but I would like to
see other studies on how teachers enact a classed pedagogy, specifically by
looking at the classroom dynamics. How do we make class less nebulous?
What is the emotional labor that all instructors experience, and what kinds of
resources, practices might we need to think about in order to make class more
explicit in how it functions in and around us? How might we need to think more
critically about affect studies in terms of our teaching, teaching practices, and
our students? As the university becomes more corporatized, how does that
impact what kinds of affectations circulate and what is the connection to class?
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In sum, more research is needed in order to make visible the ways that the
university legitimizes middle class practices via middle class identities. We
know that statistically retention rates for working class students are low, and
we need to understand what in academia, what middle-class practices are
excluding working class students’ experiences. As I think about my emotional
investments in a way of being that does not cohere with academia, I have to
ask how we might move away from the kinds of classed borders that are being
constructed in this study. What I would like to head toward is looking at class
performativity and affect as a way to better understand the ways in which we
enact our class identities on paper, in class and in other academic spaces. But
it is just as important that studies examine the academy, its departments and
its policies, and rethink the material and affective conditions of their students
and graduate students that can result in less exclusionary practices. What
personal and economic privileges aligned with middle class practices continue
to put working class folks at a disadvantage in academia? How does academia
and our own complicity in continuing to adhere to norms that privilege middleclass realities and ways of being jibe with our ethical obligations of making
education a path for everyone? What is needed is research on making more
visible the ways that the university legitimizes middle-class practices by paying
more attention to those classed practices.
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APPENDICES
APPENDIX A
PROMPT FOR GRADUATE JOURNAL ENTRY
Please answer the questions below.
In addition to responding to the questions in the prompt, please feel free to write
about any thoughts that you have about your class if you feel the need to do so.
Please specify which seminar class you are writing about and the date.
Graduate Students in Coursework:
•

What stands out for you from seminar class this week? List what comes to
mind to jog your memory.

•

How did you feel about class today? What aspects of the class led you to
such feelings (example: was it the way your peers acted/reacted to the
lesson, was it you? What were your feelings on the classroom dynamics?

•

What kinds of language and behavior (by you or your students) feel more
comfortable or less comfortable? Please describe the emotion/feeling
(regardless of what emotion it is, please do you best to recall it and to
describe the moment it occurs).

•

What moments in the classroom can you describe as “good” moments,
“so-so” moments and “bad” moments?

•

Were there any “moments of tension” in the seminar? Please describe.

•

Describe how you conducted yourself in seminar today. Do you think you
were heard or silenced? Did you participate? How so?

•

Were there any feelings you had that you believe have informed or will
inform how you conduct yourself and/or your work in your future classes
and/or lessons? Describe the feeling(s) and how/if it/they will inform your
work.
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•

Were there moments when you felt different from students, from readings,
within the space? Describe the moment.

•

Describe classmates whose comments frustrate you? What is it about
their style or comments that frustrate you?

•

What kinds of reading are you doing in graduate seminar that you find
most challenging? Are there readings you have a strong reaction to? What
were the readings about and why such a strong reaction to those
readings?

•

What do you struggle with the most in writing for seminar? What do you
find easy?

•

Describe your writing process on something that you wrote recently.

•

Have you experienced writer’s block recently? Why were you blocked?

•

Describe how you feel showing your work.

•

Where do you choose to write?

•

What activities related to graduate school did you participate in this week
(e.g., attended readings, met with fellow graduate students, etc.)?
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APPENDIX B
PROMPT FOR TEACHING ASSOCIATE JOURNAL ENTRY
Please answer the below questions.
In addition to responding to the questions in the prompt, please feel free to write
about any thoughts that you have about your class and/or respond to the
questions in the prompt.
Please specify which class you are writing about (ex. Eng 112 Morning Class )
and the date.
•

What stands out for you from today’s class (or this week’s classes)? List
what comes to mind to jog your memory.

•

How do you feel about class this week? What aspects of the class led you
to such feelings (e.g., was it the way students responded and re/acted to
the lesson, something you said or did or general classroom dynamics?)?

•

What aspects of your teacherly role would you say feels more comfortable
or less comfortable in a given class this week or in your planning? (e.g.,
You may wish to discuss lesson plans and how they played out in the
classroom, or you may wish to describe any departure from the curriculum
and the reason for it.)

•

What kinds of language and behavior (by you or your students) feel more
comfortable or less comfortable? Please describe the emotion/feeling
(regardless of what emotion it is, please do your best to recall it and to
describe the moment it occurs).

•

What moments in the classroom can you describe as “good” moments,”
“so-so” moments and “bad” moments?

•

Were there any “moments of tension” in class this week? Please describe.
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•

Were there any feelings you had that you believe have informed or will
inform how you will conduct yourself and/or your work in your future
classes and/or lessons? Describe the feeling(s) and how/if it/they will
inform your work.

•

Describe a moment from class where you feel difference between your
student or a student. When did this emerge (discussions, readings,
conference)?

•

Describe your feelings about teaching a specific part of the syllabus (e.g.,
copyediting, peer response, units?). Do you feel comfortable teaching it?
Do you feel you were teaching someone else’s ideas?

•

Do you feel comfortable teaching or uncomfortable teaching? Why?

•

What academic literacy practices do you think you emphasized this week?
Why did you emphasize these?

•

Describe your experience in responding to some of the students’ papers?

•

What did you find difficult to respond to and why? What paper do you find
easy to respond to and why?

•

Describe a student to whom you have had a strong reaction to. What do
you think accounts for that reaction?
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APPENDIX C
FIRST INTERVIEW QUESTIONS
First Interview: Initial interview will be to discuss background information and
relationship to school. How do they view school? How did they view school?
Perhaps moments that “stick”out” for them. I would like to get snapshots of what
school means to them. How is it connected to other things outside of school
(friends, home, etc.)?
•

Describe your educational background.

•

What school did you attend?

•

Were you the kind of student who liked school or disliked school? Why?

•

What made you decide to go to graduate school?

•

Is graduate school what you expected? Why? Why not?

•

Are there moments that stick out for you? Can you tell me about two key
moments that were either positive or negative?

•

Were you always successful with academic writing? What did you struggle
with? Tell me about a moment where you felt successful with or proud of
your academic writing and a moment where you felt yourself struggling.

•

Are there aspects of your background that influenced your
relationship /attitude to school and/ or to academic writing? Tell me about
a moment that you believe influenced your relationship/ attitude to school
and/or to academic writing?

•

What are your reactions to teaching to the standard syllabus? What did
you change? What did you like?

•

How would you describe your own class background?

•

Does it have any influence over how you teach?
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•

When did you first become aware of difference in social class?

•

What other aspects of identity besides class are you aware of as a teacher
or as a student? Do they inform your teaching and student practices?

•

What have you found most difficult in your teacher or student experience?
Do you see this connected to, or affiliated with, other communities?

•

Any worries about completing your Ph.D.?

•

Do you feel comfortable in graduate school? What are some of your
anxieties, if you have any?

•

Can you tell me if there have been moments when going to graduate
school impacted your relationship with other communities that you belong
to?

•

Have you found a writing community?

•

Do you feel comfortable in the academic community?

•

Can you describe what aspects of your identity you are aware of when you
teach or when you are in graduate classes?

•

Do you see your own class position as part of how you teach, what you
teach and why you teach? (This will be to see if class consciousness or
class identity presents itself. Do you see yourself as consciously presenting
and enacting class consciousness or not?)

•

Have any of the readings in your classes resulted in how you have come
to understand social class as a teacher or as a student? Does such
information inform how you “see” your students? How you “see yourself”?
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